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ABSTRACT
The aim of this project was to explore whether voice care and development, prior to 
qualification, could mitigate potential vocal attrition in newly qualified teachers/lecturers 
within their first year of teaching.
A specific focus of the research was to see if any causative relationship could be seen to 
exist between vocal change, specifically change in vocal quality, and the exigencies of 
the teaching role. Vocal quality in this instance is defined as the way in which individual 
voices demonstrate discrete features of pitch, resonance, degree of breathiness and 
clarity of the note. The sum of these features is perceived as voice/vocal quality.
The study sought to gain a deeper knowledge of the vocal demands of the teaching role 
with a particular focus on the experiences of newly qualified teachers and lecturers. It 
was hoped, that information gained as a result of the study, would add to the current 
canon of knowledge regarding the vocal demands on teachers as a feature of their 
professional role.
As a result of the study a number of important elements were identified, some of which 
go beyond the original focus of the research but arise from data gathered doing it. A 
number of recommendations are made which, it is hoped, will inform future working 
practice and increase vocal health within the teaching profession.
PREFACE
INTRODUCTION
This chapter will profile my research journey, and reflect on the process as I 
experienced it. As this is a personal reflection, the first person singular has been used. 
In the rest of the text an impersonal style has been used as is more normal in such 
research texts.
BACKGROUND TO THE RESEARCH
When looking at my motivation for this research my past professional experience was 
pivotal to the research focus. I agree with Ball (1990) who suggests that the 
researcher s identity, values and beliefs become part of the equation - a built-in 
component that cannot be eliminated as an influence on the end-product findings of the 
project. The research journey was dictated not only by the research design and 
methodology chosen to meet the demands of the research, but also by my interests and 
abilities. In addition, as with much qualitative research, it was important to recognise 
that my character and personality will influence the progress and process of the 
research, as was the case with this study.
PROFESSIONAL BACKGROUND
I am a qualified speech and language therapist, currently a member of the Council of the 
British Voice Association. My professional focus of interest is in occupational voice 
disorders, with a particular emphasis on the problems experienced by teachers whose 
well-documented vocal problems have been the focus of a number of studies for some 
decades. I was a member of the Voice Care Working Party which began, as part of an 
initiative by the British Voice Association, to offer workshops on Voice Care and 
Development to Teachers throughout the United Kingdom (Povey and Freeman 1990). 
The one-day workshops that I ran, under the aegis of the Voice Care Network, with a 
voice teacher were offered as INSET (Inservice Training) days, and were held at the 
invitation of the Institute of Education in London and Local Education Authorities.
12
VOICE CARE SURVEY
Such were the concerns expressed by teachers who attended the workshops regarding 
their vocal health that a decision was taken to set up a database concerning the teacher 
and their voice. I was asked by the British Voice Association to undertake a study into 
the impact that the Voice Care and Development Training had on teachers, with the 
main aim of the survey being to establish whether voice training, which was undertaken 
in a number of centres throughout the United Kingdom, was beneficial (Martin 1994). 
The sample population was gathered from those teachers who had attended a training 
course in the past and who had responded to the postal questionnaire, which was sent to 
over 200 teachers.
Survey Findings
One of the findings from the study, which focused on a wide range of issues, including 
the teachers' experience of undergraduate voice training, was that 98 per cent of the 
teachers surveyed agreed that voice was an important professional tool. Ninety-seven 
per cent of those surveyed considered that voice should have received more attention 
during training. Of those questioned, only 17 per cent had practical voice work 
incorporated into their teacher training. The importance of voice care education had 
been highlighted through the responses from this survey (Martin 1994). which revealed 
that voice training had made a critical difference to the voices of those teachers who 
attended courses, thus highlighting for me the importance of training and the difference 
it could make.
A further outcome from the survey was that those teachers who had attended the voice 
workshops were anxious that further information was available to them about voice care 
and voice use within the teaching environment. With sponsorship from the British Voice 
Association, I was commissioned to write a text for teachers which was co-authored by 
the voice teacher with whom I ran the voice courses (Martin and Damley 1996). The 
text encompassed information on the structure and function of the voice, vocal health, 
advice on vocal care, strategies for maintaining good voice under adverse teaching 
conditions in addition to practical work to develop voice. As part of the research for 
the book it was found that those individuals who had received voice work as part of
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teacher training tended to be older rather than younger teachers, which suggested that 
voice training had gradually been squeezed out of teacher training. This came from 
information gained from the survey and anecdotal evidence which came from talking to 
teachers.
VOICE CARE AS PART OF TEACHER TRAINING
In 1997 I had an opportunity to supervise a final year undergraduate voice project 
(Button 1997). The student was interested in building on the work I had done for the 
British Voice Association, in order to look at what, if any, changes had taken place in 
voice care education for trainee teachers. As a primary aim, the student wanted to try 
to establish exactly how many teacher training establishments were offering voice care 
education to students, how much and in what format this training was being delivered.
The results from this project showed that there had been a slight increase, from 36.4 per 
cent to 45.5 per cent in the number of BEd courses offering their students voice care 
education. The amount of time devoted to this tuition was varied and in less than a 
quarter of the colleges was a speech and language therapist employed to deliver the 
course.
THE RESEARCH JOURNEY
This finding and my previous work was the background to my desire in 1997, to see 
whether my own conviction, which had been growing for some time, was correct - that 
if voice training was offered to teachers as part of qualification, it would reduce vocal 
abuse and misuse once they qualified. I had personal experience through the Voice Care 
and Development courses I had been running of the difference that this work could 
make to teachers. A number of teachers had returned to the courses at the Institute of 
Education reporting substantial improvement in their own voice quality, and noting the 
concomitant effects of increased ability to maintain order in the classroom, less stress 
and anxiety as a result of greater vocal health and less time off work with voice-related 
problems. I was also aware, through my work as a clinician, of the huge emotional, 
social, personal and career toll that voice problems placed on teachers. Yet in many 
cases these voice problems could have been prevented. I felt very strongly that the 
profligate loss to the profession of able teachers was of concern and the cost in both
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personal and financial terms was considerable. I felt quite evangelical about setting out 
to discover if I could prove that voice training could be shown to have some value 
rather than rehing on anecdotal evidence.
ACADEMIC SUPPORT
In looking for an academic institution which might be prepared to support my study, I 
was then reminded of my student's anecdotal account of the very positive response and 
interest shown by the University of Greenwich, when they agreed to take part in her 
project, and I decided to approach the university to see if my own proposal might be of 
interest.
A preliminary meeting took place in January 1998 and Professor McNay agreed that 
there was merit in the research proposal and invited me to submit an application form. 
When the letter of acceptance arrived from the university the mixture of excitement and 
fear I experienced was intense.
REVIEW OF THE PROCESS
In reviewing this process after the passage of four years, I remember that the over- 
riding feeling I had was one of personal achievement. This was related to a number of 
factors, not least that the acceptance represented an acknowledgement by the university 
at that point in time of my ability to undertake the research. The study would allow me 
to focus on and explore an area of great personal interest and to have an opportunity to 
discover if indeed my hypothesis was correct. I had a feeling of exhilaration, which was 
incredibly empowering, the first experience of the 'highs' associated with the 'highs and 
lows" of the research process. This feeling of exhilaration supported me through the 
early stage of the research journey. I joined the Master's level research methodology 
class and from there with huge enthusiasm and a messianic zeal to succeed I went into 
fieldwork. Would that those feelings remained for the subsequent four years.
Yet in reviewing the energy, commitment and personal resources needed for such a 
project I am aware that it would not have been possible to maintain that role of zealot 
over a four-year period. Instead what I experienced was rather more a pendulum swing 
of emotions: enthusiasm, fear, dread, resentment, pride, anxiety and ultimately a sense
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of achievement. The research process has provided me with new areas of knowledge 
that are of great value, not only about the topic but also about myself and my learning 
and coping strategies.
It would be unrealistic to chart my research journey in detail over the four-year period, 
but it is perhaps appropriate to look at significant issues, which affected both the 
research process and my ability to continue with the research.
Funding the Research
Research funding for part-time students is very difficult to access. For some students it 
is possible to get support from their employer; in my case this was not possible, and the 
research design incurred some significant costs. Of most critical importance was my 
working environment, which fortunately allowed for flexible working practices. It is 
unlikely that I could have undertaken the research as a part-time student had my job at 
that time, not given me the flexibility to work at weekends or in the evenings. This, 
however, was a 'mixed blessing' as the research process imposed a significant additional 
load on a full-time work schedule and on many occasions anything approaching a 
normal work pattern proved impossible to sustain.
Research Design
Much of the research design was predicated on the notion that the subject group would 
be prepared to 'do something' for me, and for that to happen it was critical that I 
established a good working relationship with each individual. I think that my 
background as a clinician and lecturer was helpful in this regard. This has given me the 
experience, gained over many years, of establishing relationships with a great v ariety of 
people with very different needs. So too my teaching experience, which allowed me not 
only to deliver the training material initially, but also to be aware of some of the 
overriding issues germane to teaching, encouraging dialogue and the development of a 
"partnership' model of working. Notwithstanding this, I was effectively in the position 
of supplicant, as it would not have been possible to 'demand' that individuals attended a 
specific recording session, or completed a particular questionnaire.
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Establishing Individual Relationships
In establishing this relationship I had therefore to be prepared to fit into the schedule of 
each individual who agreed to take part. This meant, for example, that when recording 
interviews or follow-up voice recordings, I had to travel at times and dates that suited 
each individual. Not only did this require stamina, flexibility and organisational skills, it 
also required me to fund such travel, which had to be by car to transport the necessary 
specialist voice recording equipment
The research process is often considered to require qualities of independence, drive and 
self-motivation on the part of the researcher. An additional but not always explicit 
requirement of research, as was the case with this study, was the need for me to feel 
comfortable \\ithin a framework that often places the researcher in the already noted 
supplicant/dependency role. In having to access or gather data from my subject group, 
I was very aware that I was completely dependent on their co-operation, their desire to 
help for no appreciable gain, their permission to enter their home or work place, their 
willingness to disclose facts about their personal and private life which were intrinsic to 
the work. In thinking about what I offered in exchange for this participation I am aware 
that each individual appeared to be genuinely interested in the outcome of the research. 
There was an interest at a very personal level of the changes that they had noted in their 
voice quality and in comparing the changes that I had noted. There was an interest in 
how other people within the group were getting on, and some questioning as to how 
their experience compared to that of others.
One of the major bonuses of having such a small sample was the opportunity it afforded 
me of getting to know each participant, which resulted in a much easier exchange of 
information and a much closer relationship was I have tried to maintain the relationships 
and continue to update participants as to my progress each year.
Perceptual and Acoustic Analysis
An 'expert listener supported me on a voluntary basis in the perceptual and acoustic 
analysis of the voice recordings. Due to the voluntary nature of this support, the 
process of perceptual analysis could only be completed at times which fitted into the
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expert listener's personal and professional timetable. Time available to complete the 
acoustic analysis was additionally complicated by the need to limit the work to 
occasions when bench time was available at University College London. The research 
process was in effect hostage to the time that the expert listener could devote to it.
In response to the support that was being given to me, adaptation of the research 
process took place in order to meet the needs of significant contributors. This in turn 
demonstrated that in qualitative research, the interdependency of variables may at times 
be a source of anxiety as well as strength.
Physical and Mental Health
The impacts of changes in either physical or mental health were aspects of the research 
journey which I had not really considered in advance. While for most of the time I 
experienced great excitement as new findings emerged, contact with the subjects proved 
rewarding and results were achieved, there were other less positive sides to the process. 
Due to the particular nature of the research, there was persistent anxiety at critical 
periods in the research process when, for example, awaiting responses from the subject 
group, or when critical time frames were in jeopardy. Attempting to juggle the demands 
of my own work with that of the research work was at times very difficult, but this is I 
imagine symptomatic of being a part-time researcher. As a result I experienced periods 
of considerable stress as a result of the work 'overload' and indeed physical exhaustion 
as a consequence. The effect of this led me to question, on occasion, why I had begun 
the journey and whether it was worth completing.
In addition to periods of introspection and anxiety, there is a relentless quality in the 
nature of research which meant that, even during periods where a time pressure did not 
exist, I was conscious of the need to 'keep going' and felt guilty if not working on the 
research. In order to maintain the work momentum I, in consultation with my 
supervisor, set specific deadlines by which date delivers' of a piece of work was 
guaranteed a strategy which worked for me.
During the writing up period, I experienced, for a limited period, what could be loosely 
described as "writer's block', which was extremely dispiriting and added considerably to
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my level of anxiety. My strategy for dealing with it was to sit down and attempt to write 
but not to remain for long periods waiting for inspiration. One day I sat down as usual 
and suddenly I knew how to start the recalcitrant chapter and what I wanted to say.
REVIEW OF THE RESEARCH JOURNEY
In reviewing the research journey, most striking to me is the fact that the research 
process may be seen as an entirely selfish process, which consumes the thoughts and 
attention of the researcher. For long periods of time I was completely absorbed, often 
to the exclusion of my needs and that of my family and friends. Most other events in my 
life were subordinate to the process of both doing and writing up the research. The 
deferment of pleasure principle was a motivation to continue; I would make elaborate 
and probably unrealistic plans as to what I would do when the research finished.
Yet, paradoxically, the writing process offered me an opportunity to escape to an oasis 
of quietness and concentration. Surrounded by the paraphernalia of writing, the study 
became curiously enfolding, and I was aware when writing the final chapters that there 
would be a huge void in my life when this process came to an end.
As a personal journey it has offered much in terms of self-discovery, but of perhaps 
most value have been the numerous examples it has offered me of the kindness of 
strangers. Like Blanche in A Streetcar Named Desire (Williams 1955) I have been 
dependent on the kindness of strangers; strangers who were prepared to give time and 
effort to an idea, to the perpetrator of that idea and to the means of carrying it out. 
Enormous encouragement was received from my supervisor, lan McNay, whose 
support was invaluable; Garry Bodenham at The University of Greenwich conducted all 
the initial recordings and all subsequent recordings for those who chose to attend 
Greenwich rather than be recorded at home. Ann Parker fulfilled the role of 'expert 
listener with great generosity and patience. My family have encouraged me in my 
entirely self-serving occupation and accepted my exile from their lives with great 
tolerance and equanimity; friends have been interested in my progress.
19
What I would now hope is that the research could be used to serve the needs of those 
who gave such unstinting support to me and to whom this research is dedicated - 
teachers.
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CHAPTER 1 
Framing the Study
This chapter will review the literature on voice with specific reference 
to aspects of vocal quality rather than voice production. It will offer 
an historical review of the way in which voice quality has been 
described in the past and examine the way in which voice disorders are 
perceived and defined.
The chapter will reflect on the ongoing policy debate regarding the 
provision of voice care and development training as part of teacher 
training. It will also consider the impact that voice disorders have on 
the professional voice user with specific reference to those within the 
teaching profession who are the focus of the study, namely teachers 
and lecturers.
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CHAPTER 1
1.1 INTRODUCTION
This chapter \\ill consider voice with specific reference to aspects of vocal quality rather 
than voice production. It \\ill initially offer a short historical review of the way in which 
voice quality has been described in the past, and then examine the way in which voice 
disorders are perceived and defined by voice specialists. Finally, the chapter will 
consider the impact that voice disorders have on the professional voice user, with 
specific reference to teachers and lecturers, who are the focus of this study
1.2 HISTORICAL PERSPECTIVE
Descriptions of voice quality have a notable lineage; examples of voice quality are many 
and varied. Through history there are frequent references to voice quality by physicians, 
philosophers, surgeons, authors, playwrights, poets and critics.
Voice quality is referenced in the Bible, 'I was in the Spirit on the Lord's day and heard 
behind me a great voice, as of a trumpet' (Revelation Iv. 10).
Quintilian (35-100 AD) Roman rhetorician, educationalist and literary critic wrote in the 
Institute of Oratory 'the voice is as easily distinguished by the ear as the face by the eye' 
(Watson 1899).
Rhazes, a noted physician (865-925 AD), gave a detailed description of voice disorders, 
principles of vocal hygiene and voice training. (Cited in Kotby 1995)
Shakespearean descriptions of vocal quality abound: 
' his big manly voice,
Turning again towards childish treble, pipes 
And whistles in his sound' 
(As You Like It 11 ii)
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'My Lord, I was bom about three of the clock in the afternoon with a white head 
and something of a round belly. For my voice, I have lost it \\ith hollaing and 
singing of anthems." 
(Henry IV Part 2)
Teachers and lecturers may not sing many anthems or holla as Sir John but many \\ill 
like him lose their voice and for some this may signal a severe curtailment, if not an end, 
to their professional careers.
1.3 CLINICAL DESCRIPTION AND DEFINITION
The Clinical Guidelines by Consensus for Speech and Language Therapists published
by the Royal College of Speech and Language Therapists in 1998 contains the following
entry:
Clinical Voice Disorder (Dysphonia)
1. Definition/Description
Dysphonia is the term applied to a voice, which is characterised by an abnormality 
of pitch, volume, resonance, quality or which is inappropriate for the age or gender 
of the speaker. Aphonia is the absence of phonation.
1.1 Prevalence
Dysphonia is related to a disturbance or loss of laryngeal function caused by
organic, functional or psychogenic difficulties. Conservative estimates of
prevalence vary between 28 to 89 per 100,000 population (both children and
adults).
1.2 Impact
Voice disorders impair communication and can cause discomfort and anxiety. 
Clients and relatives frequently associate the symptoms with carcinoma of the 
larynx. Voice disorders can affect education and employment, not only through 
loss of days at work or schooling, but also through the inability to continue in a 
chosen career, particularly for those who are professional voice users, (p. 38)
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This entry effectively summarises the clinical component of voice disorders. At the 
same time it highlights the compelling issues surrounding voice disorders, such as loss 
of communicative effectiveness, anxiety, the effect on employment, loss of days at work 
and the potential inability to continue in a chosen career, particularly for those who are 
professional voice users.
1.4 PROFESSIONAL VOICE USERS
The generic term 'professional voice users' is often used to refer to those individuals 
whose professional role and employment is dependent on effective and efficient use of 
voice, and this term is particularly important for the purposes of this study. In the 
United States of America, according to Ramig and Verdolini (1998), of a total working 
population, 24.49 per cent or 28,269,000 individuals had jobs that critically require 
voice use. In this group may be included, for example, actors, politicians, radio 
announcers, barristers, singers and teachers; teachers - the group with whom this 
project is specifically concerned are classified as professional voice users.
Ascribing the term 'professional voice user' would seem to carry with it an implicit 
expectation that the individual will have had training to bring their vocal skills up to a 
"professional 7 level. It suggests that by training, expertise and ability, their vocal skills 
allow them to use their voice effectively in a variety of settings, and to different 
numbers and groups of people. In reality, when teachers are referred to as professional 
voice users, the term is more accurately describing v oice as an essential component of 
the exercise of their professional role - that is, the amount of time during their working 
day that the teacher has to spend talking. In effect, the description refers to the extent of 
their vocal load, rather than referring to their competent use of voice or to any previous 
voice training that has been undertaken.
Jackson (1968) suggests that teachers engage in 200 to 300 exchanges even hour of 
their working day, which adds up to 1200 to 1800 exchanges during their working day 
and does not take into account discussion during breaks or before or after school. In 
1993 Masuda et al analysed speaking behaviour among a group of patients with vocal 
abuse. When the speaking habits of teachers and patients from other professions who 
had nodules on their vocal folds were looked at, it was discovered that these two
24
groups spoke over three times as much as, for example, vocally healthy office workers. 
The office workers had an average phonation time of 33 minutes over an eight-hour 
period, whereas the teachers and patients had an average phonation time of 102 minutes 
over the same period, with half the phonation time at high intensity, or at 80 dB and 
over. This study also showed that after school phonation time for the teachers was very 
short. If an assumption is made that a similar speech pattern will apply to most 
teachers, then a picture emerges of extensive speaking periods at high intensity during 
school and college hours, with a much reduced phonation time out of school or college.
1.5 LEVELS OF VOCAL USAGE
Koufinan (1998) identifies four levels of vocal usage, which neatly illustrate the link 
between professional demands and vocal load. He suggests the following categories:
The Elite Vocal Performer, Level I is a person for whom even a slight aberration of 
voice may have dire consequences. Most singers and actors would fall into this group, 
with the opera singer representing the quintessential level 1 performer.
The Professional Voice User, Level II is a person for whom a moderate vocal problem 
might prevent adequate job performance. Here he would include teachers, lecturers 
and the clergy, (italics are the researcher's)
The Non-Vocal Professional. Level III is categorised as a person for whom a severe 
vocal problem would prevent adequate job performance. This group includes lawyers, 
physicians, business men and women.
The Non-Vocal Professional. Level IV is a person for whom vocal quality is not a pre- 
requisite for adequate job performance. In this group would be found, for example, 
clerks and labourers.
1.6 VULNERABILITY OF TEACHERS TO VOICE PROBLEMS
Teachers and lecturers might be surprised to see their professional role featured in such 
a dominant position on this list, as for many teachers, any voice work during their 
training is minimal. Button (1997) suggests that, as a result, teachers increasingly form a
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disproportionately large number of patients attending for voice therapy. A small-scale 
study in 1992, of 56 speech and language therapy clinics within the United Kingdom, 
recorded an average figure of 6.7 teachers per clinic attending for voice treatment 
during one specific month (Martin 1994). In 1997 questionnaires were sent to those 
same speech and language therapy clinics, and the responses obtained from 53 of these 
clinics showed that the figure had risen to 8.2 teachers per clinic (Button 1997). It was 
not possible to determine whether this increase was simply a function of general growth, 
or the result of increased awareness of the provision available for teachers with voice 
problems, or an increase in the incidence of voice problems within the teaching 
population. Button's study suggested that 14.8 per cent of all patients attending the 
participating clinics were teachers. These teachers were typically presenting with vocal 
fold nodules (31 per cent) and functional voice disorders (48.9 per cent), both, 
according to Dworkin and Meleca (1997), primarily caused through chronic vocal abuse 
or misuse and stress.
Button's figures appear to be significantly less than Comins' study of 1992 (which 
suggested that 34 per cent of voice patients in the speech and language clinics in her 
sample were teachers), but more in line with those of Morton and Watson (1998) in 
Northern Ireland. It should, however, be remembered that facilities in speech and 
language clinics vary throughout the United Kingdom, with some hospitals having 
specialist voice clinics, so Comins' figures regarding teacher numbers need to be viewed 
in the light of this potential bias.
Morton and Watson (1998) reported that in a 12-month period in Northern Ireland, 15 
per cent of new patients were from the teaching profession. As teachers constitute only 
2 per cent of the work-force in Northern Ireland this represents a high proportion of the 
total. In the USA a study of more than 1,000 voice patients (Titze et al 1997) 
established that teachers constituted 20 per cent of the clinical load. As teachers 
constitute 4.2 per cent of the workforce in the USA this again seems a disproportionate 
representation on clinical caseloads.
In other studies in a number of countries, teachers have been identified as a vulnerable 
group. Questionnaire studies were undertaken by Aaltonen (1989) and Pekkarinen et al
26
(1992). and demonstrated that only 20 to 30 per cent of the teachers who responded 
were completely free from any voice problems. More than 10 per cent reported 
suffering from one or more symptom of vocal fatigue weekly. In another earlier study 
(Gunderman 1970) almost five per cent of the teachers were reported to suffer from 
voice problems affecting their working ability.
A study by Herrington-Hall et al (1988) in the United States explored the occurrence of 
laryngeal pathologies and their distribution across age, sex and occupation. This study 
concluded that teaching was one of the top ten occupations of those who presented 
with voice disorders, supporting an earlier study by Cooper (1973) where teachers came 
second in his survey of 956 patients, spanning 22 occupations. Several later studies 
have looked at episodes of vocal attrition among teachers, for example, Sapir et al
(1993), Martin (1994), Smith et al (1997) and Koufrnan (1998), and confirm the high 
incidence of voice problems within this professional group in comparison to other 
occupations.
A recent longitudinal study in Brazil (Dragone et al 1998) followed 69 female 
elementary school teachers, and compared and contrasted voice quality. A total of 79 
per cent of voices were considered to have some degree of alteration after two years of 
teaching. Seventy-seven per cent of voices classified as predisposed to dysphonia on 
the first assessment were considered dysphonic on the second assessment. Teachers in 
Brazil have no vocal preparation for teaching and that study evidenced poor physical 
conditions, a high number of students per class, stress and low salaries as contributory 
factors.
1.7 OCCUPATIONAL HEALTH ISSUES
All these studies have demonstrated the effects of teaching on voice problems; certainly 
the adverse impact on professional careers is well documented. In the United Kingdom 
two ground breaking court cases within the past seven years, Oldfield (1994) and 
dowry (1996) highlighted the problems experienced by those in the teaching 
profession. The courts found in favour of the two teachers whose voice loss, which 
effectively forced them into early retirement, was agreed to be due to the demands of
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their teaching roles. It is to be regretted that these cases do not appear to have led to a 
review of the evidence, noted above, of the link between teaching and vocal attrition.
An ongoing Europe-wide survey on Occupational Safety and Health (OS&H) 
Arrangements for Voice and Speech Professionals (Vilkman 2001) recorded responses 
from 15 countries. Vilkman noted that using OS&H legislation as a background for the 
professional voice user, there is a poor level of application of the employer's duty to 
take care of:
'The prevention of occupational risks, the protection of safety and health, the
elimination of risks and accident factors, the informing, consultation, and
training., as well as general guidelines for the implementation of the said
principles'
Council Directive: On the introduction of measures to encourage improvements
in the safety and health of workers at work. 89/39 I/EEC. Brussels 1989
The then solicitor to the Professional Association of Teachers in the United Kingdom, 
David J. Brierley, gave the following response to part of the Vilkman questionnaire. In 
answer to the question, 'Are voice disorders considered as occupational diseases?' he 
\\Tote:
'Loss of voice for teachers is not generally recognised either in the legal sense or 
the lay sense as an occupational disease. It is more generally understood to be 
an occupational hazard which teachers should have to put up with. It is not 
generally recognised that the damage that can be caused to a teacher's voice by 
misuse or excessive stress can be potentially very serious, ultimately leading to 
permanent voice loss.'
Teachers who have seriously damaged their voices at work report symptoms such as:
Not being able to speak above normal background noise, such as a television, 
general conversation, traffic or engine noises from inside a car. 
Not being able to engage in any lengthy conversation. 
Constant hoarseness and clearing of the throat.
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Brierley's material (Vilkman, personal communication) suggested that these symptoms 
could have a dramatic effect on the individual's daily routine. He gave the following 
examples:
Casual conversation and chatting becomes difficult.
Use of alternative methods of communication rather than speech.
Inability to shop alone because of communication problems.
Loss of confidence and an end to social and recreational activities.
This self-reported evidence clearly demonstrates both the extent and effect of voice 
problems on teachers' professional and personal lives. It is also apparent from this 
catalogue of 'vocal damage' that voice problems, as a direct consequence of the 
teacher s professional role, are considerable.
1.8 TRAINING AS A PREVENTATIVE TOOL
Almost five decades ago, West et al (1957), stated:
'No amount of vigorous vocalisation can damage the edges of the vocal folds if 
the voice is properly used ...' (p. 76)
Four decades ago Brodnitz (1965) wrote:
Technically the lack of proper instruction during professional training in the 
use of the speaking voice is responsible for many voice disorders ...' (p. 455)
Cooper (1973) said:
'... overuse of the speaking voice does not occur at any time unless the speaking 
voice is misused and abused. There is no such condition as overuse of the 
speaking voice if the speaking voice is properly used. Voice disorders are not 
due to overuse of the voice; they are due to misuse and abuse of the voice. A 
voice well used is essentially never overused' (pp!5-16)
Treatment for vocal abuse and misuse is predicated on the clinical evidence that for the 
majority of voice patients, therapy is successful in remediating the problem 
Preventative voice care should be successful in mitigating the worst effects of
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professional vocal damage and, as a consequence, teachers would be able to monitor 
and sustain their own voice effectively throughout their working life.
Instructing teachers in voice care can be demonstrated to have a beneficial preventative 
effect on subsequent vocal damage. Bistrizki and Frank (1981 in Sapir et al 1993) 
compared 37 elementary teachers in Israel who had received instruction in vocal 
hygiene prior to becoming teachers with 40 teachers who had not received any training. 
The two groups, who were carefully matched, were studied between two to four years 
after they had begun training. Of the teachers without vocal training, 85 per cent 
reported vocal fatigue, 80 per cent reported hoarseness, and 42 per cent had 
experienced aphonia or loss of voice. The prevalence of these and other symptoms was 
found to be significantly lower in the vocally trained group. A similar study by Chan 
(1994) found that a group of twelve kindergarten teachers who explored the concepts 
and knowledge of vocal abuse and vocal hygiene showed significant (sic - no figures 
given in study) voice improvements over two months in comparison to a control group. 
A study by Martin (1994) revealed that in a sample of 95 teachers who had received 
post-graduate voice training 58 per cent felt that there was a change in their voice after 
the training session and 84 per cent of those who had noted a change stated that this 
change had been sustained. Seventy-seven per cent of respondents had changed their 
vocal behaviour as a result of the training sessions while 75 per cent felt that their 
attitude to their own voice changed as a result of training. The responses indicated that 
teachers had taken 617 days' sick leave with voice-related problems before the training 
and only 103 after. A limitation in the design of the questionnaire meant that a like-for- 
like comparative time analysis before and after training could not be made. 
Nevertheless, the figures suggest that, after training, substantially less working time was 
lost through voice related problems.
In 1994 Martin highlighted the fact that in the United Kingdom few Colleges of 
Education offered voice courses for teachers as part of their training. In 1996, the Voice 
Care Network in conjunction with the English Speaking Board and the Society of 
Teachers of Speech and Drama published the following resolution;
'Initial Teacher Education Courses need to provide quality training in use and 
care of the voice, as the essential tool of professional verbal communication, in
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order that all intending teachers (both secondary and primary of all subjects) 
have understanding and practice of how voice is controlled, sustained and 
adapted for effective verbal delivery that commands respect and gains response' 
Voice Matters - June 1996 (p.4)
In response to the above resolution, Anthea Millet, the then chief executive of the 
Teacher Training Agency (TTA), stated that institutes of teacher training have a duty to 
ensure that all newly qualified teachers have the necessary skills to communicate 
effectively in the classroom The TTA recognises that colleges provide this in a variety 
of manners, in some instances a voice training component is built into the training 
curriculum, in other cases voice training is targeted at specific individuals who require 
it.
1.9 TEACHER COMPETENCE REQUIREMENTS
It should be noted that the TTA does not cover Higher Education or Further Education. 
However Circulars 9/92 and 14/93, issued to all training institutions by the Department 
for Education in 1992 (DFE 1992), stated that, among other things, all qualified 
teachers must be able to communicate clearly and effectively through questioning, 
instructing, explaining and feedback. This continues to be part of the updated Circulars 
issued by the Department for Education and Skills (DfES). New Standards and 
Requirements included in Qualifying to Teach (TTA 2002), which apply to all trainee 
teachers and programmes of initial teacher training from September 2002, state that 
those awarded qualified teacher status must demonstrate that they can  communicate 
sensitively and effectively with parents and carers' (TPU 0803/02-02).
Although the circular makes no specific reference to voice quality, it could be argued 
that it should, as vocal quality is accepted as an essential parameter of the 
communication process, (Aronsen 1980; Linklater 1976) and vocal attrition 
compromises the effectiveness of the message. Abnormal voice is correlated with 
negative judgement of personality by children (Lass et al 1991). so it could be 
suggested that vocal attrition may adversely affect pupils' perception of their teachers 
and consequently their education. Recent evidence shows that a teacher's voice problem 
can affect pupils' education (Morton and Watson 1999).
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In the Further Education sector, FENTO (1999) proposes a list of'personal attributes' 
which are to be displayed by the FE lecturer. These include 'personal impact and 
presence', attributes in which good communication is implicit if not stated explicitly.
1.10 TRAINING PROVISION
Given these facts, it is regrettable that a more consistent and targeted approach to voice 
care is not yet apparent in teacher training. The General Teaching Council for Scotland 
is the only Teaching Council in the United Kingdom, to have produced a policy 
document regarding voice in the teaching profession. The DfES in their Healthy Schools 
Health)' Teachers (2001) \\ebsite does recommend that teachers and trainee teachers 
should be referred to specialist help from a speech and language therapist and/or an 
ENT consultant should they experience vocal problems. It is notable that there is an 
increasing effort by some organisations to mitigate vocal abuse or misuse. In the United 
Kingdom, for example, British Airways and the British Airports Authority have 
instigated voice training for their airport announcers, and the print industry has 
introduced noise havens or booths for their workers.
Suggestions have come from some of those closely allied to education. For example, in 
1999 Lord Putnam proposed to the government task force he chaired that unemployed 
actors should give teachers lessons on how to project and protect their voice (Smithers 
1999). Kay Driver, general secretary of the Professional Association of Teachers 
(PAT), addressing the union conference in July 1999, said that it was important to 
convince the government that it was better to try to prevent voice damage than to have 
teachers off sick and disrupting pupils' education or leaving the profession (ibid).
In 1997 a study investigating the changes occurring between 1992 and 1997 in the 
provision of voice care education for trainee teachers was undertaken (Bufton 1997). 
This study looked specifically at Bachelor of Education (BEd) courses offering students 
voice care education. In 1992, 36.4 per cent of colleges questioned stated that they 
made such provision, whereas in 1997 this figure had risen to 45.5 per cent. Although 
this outcome would initially appear positive it should be noted that within the same time 
period the number of colleges where voice care education was compulsory had reduced. 
In 1992, 87.5 per cent of colleges offering provision stated that students must attend
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these lectures; by 1997 this figure had reduced to 60 per cent. So although it may 
appear that more students were receiving voice care education, in reality fewer may 
have done so. The survey also raised questions regarding the number of hours of voice 
care training to which the students had access, with times ranging from one hour to 18 
hours.
Of some concern was that in both 1992 and 1997 less than a quarter of the colleges 
employed a speech and language therapist to deliver the course. As with the suggestion 
by Lord Putnam (Smithers 1999) for out-of-work actors to deliver training, there was 
no guarantee that those who taught the course were properly qualified to do so. 
Perhaps the most discouraging aspect of the study was the responses received to the 
questions: 'Do you feel that voice care education should be offered on a BEd course?' 
and 'Do you envisage it being offered as part of the curriculum within the next five 
years?' Only 59 per cent felt that it should be included; others noted that it was an 
important issue but other issues had to take priority while several institutions stated that 
time and financial constraints made it impossible to offer students voice care and advice. 
Few respondents (23 per cent) felt that voice care education would appear on the 
curriculum within the next five years, with the general opinion being that there was 
neither enough time nor enough money available. If this was the response from 
institutions which offered teacher training as a three- or four-year BEd degree, it could 
be postulated that within a one-year Post-Graduate Certificate of Education (PGCE) 
time for voice care would be even more limited.
A similar lethargy seems to pervade other countries. In the USA there is widespread 
concern over the number of teachers who suffer from voice problems, but little evidence 
of any comprehensive preventative work (ASHA 1997). Indeed, the problem there is 
exacerbated by the often prohibitive cost of health care and the inability of teachers to 
sustain the high cost associated with voice therapy. As a result a number of teachers 
have had no other option but to resign from teaching. As Vilkman (1996) notes, in 
most countries it is very rare for a voice disorder to be accepted as an occupational 
disorder by insurance companies. This contrasts with, for example, the approach to 
prevention and treatment of occupational hearing disorders. This means that there is 
little financial compensation for teachers for sick leave, therapy or other treatment.
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In Sweden an initiative by the University of Gothenburg in 1992 offered a voice course 
where university teachers were given weekly voice training in small groups (Ohlsson 
1993) but this, like the University of Warwick's Open Studies programme for 
professional voice users (Comins 1995), is exceptional.
In 1993 over 200 teachers who had attended workshops or courses offered under the 
auspices of the British Voice Association, on voice care and development, were 
contacted and of these 100 teachers responded to a questionnaire (Martin 1994). The 
results of the survey showed that, while 83 per cent of the teachers had received no 
formal voice work while training, 98 per cent thought that this was an important part of 
formal training and should have been given attention. Sixty-six per cent of those who 
responded had experienced complete voice loss during their professional career and 98 
per cent regarded their voice as an important professional tool.
Yet these results expose a professional paradox: many teachers appear to subscribe 
tacitly to the dictum that voice problems 'come with the territory'. There is a 
perception that vocal dysfunction is something to be treated as an occasional 'hazard' 
rather than attributing it appropriately to the effects of vocal abuse and misuse.
One reason for this may be the lack of impetus by the professional bodies to 
acknowledge the extent of the problem and possibly some professional ambivalence as 
to the seriousness of voice disorders, although the response from PAT would seem to 
signal a change. While there is research and anecdotal evidence of the link between 
teaching and vocal abuse and misuse, little evidence is emerging to suggest that 
resources are available for preventative professional training for teachers.
This is not to suggest that teachers would never experience voice problems if they were 
to have training; for a small number of vocally vulnerable teachers problems might still 
occur, but the numbers would be much reduced. As Sapir et al (1992) suggest, 
clinicians have long suspected that lifelong speech habits, such as the tendency to speak 
rapidly, excessively and/or loudly, may predispose to vocal attrition.
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(Vocal attrition here refers to the 'wear and tear' of the vocal mechanism and to the 
overall reduction in vocal capabilities associated with acute or chronic abuse or misuse 
of the phonatory system). Mucosal lesions, muscle fatigue, voice disturbances and 
reduced pitch and loudness ranges are some of the symptoms of vocal attrition (Sapir, 
et al 1990).
1.11 THE IMPACT OF VOICE LOSS
The impact of a reduction in vocal quality (dysphonia) or voice loss (aphonia) on a 
professional voice user should not be underestimated. The World Health Organisation 
published the International Classification of Impairments Disabilities and Handicaps in 
1980 (WHO 1980). They offer the following definitions for these terms:
Impairment is defined as 'any loss or abnormality of psychological or anatomical
structure of function'
Disability is defined as 'any restriction or lack (resulting from an impairment) of
ability to perform an activity in the manner, or within the range, considered
normal for a human being"
Handicap is defined as 'a disadvantage for a given individual resulting from an
impairment or disability that limits or prevents the fulfilment of a role that is
normal, (depending on age, sex, and social and cultural factors) for that
individual.
Gordon and Lockhart (1995) have considered how voice disorders would fit within 
these categories and have suggested the following examples:
Within the category of Impairment, vocal fold palsy or vocal nodules would
serve as examples.
Within the category of Disability, dysphonia would serve as an example.
Within the category of Handicap, a teacher with a voice problem would serve as
an example, (p. 151)
It is apparent that the range of voice disorders experienced by teachers fall into each of 
the above categories and as such may serve to underline the seriousness of voice 
disorders within the teaching profession. Smith et al (1997) support the view that
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teachers are at high risk of disability from voice disorders and that this health problem 
may have significant work-related and economic effects.
In addition, consideration should be given to the distress experienced by individual 
teachers to episodes of voice disorders. Teachers report feelings of isolation, distress 
and accompanying periods of depression as a result of voice loss. Martin and Darnley 
(1996) report on the evidence of a teacher whose episode of voice loss made her feel as 
though she was 'shut in a box without any means of escape'
Despite the evidence that a voice disorder for a teacher can fall into any of the 
significant categories of handicap, impairment, disability and distress there appears to be 
little acceptance that a voice disorder is a 'proper' disorder, despite fulfilling the WHO 
criteria. Teachers continue to 'vocally strive" despite all available advice which 
indicates that, while temporary improvement may be achieved through voice rest or 
reduced vocal use, any long-term improvement must be as a result of voice therapy, or 
the introduction of improved vocal hygiene and voice production.
While it is difficult to identify why there is, or appears to be, a lack of concern about 
voice disorders within the teaching profession it is possible to advance two quite prosaic 
reasons for this. One reason could be that if teachers signal voice as a vulnerable area 
they may put their jobs at risk. Or is it that until their v oice is unequal to the demands 
imposed by teaching, it has never been considered vulnerable or in need of training? If 
this last is indeed the case, then it must follow that knowledge of the factors which 
precipitate vocal abuse and misuse remain for the most part the 'property" of the 
specialist, unknown and unaired in the wider domain.
This perception would appear to be supported by the diary extracts which formed part 
of the Further Education extension studies course evaluation process for those students 
who took the Voice Studies course, some of whom became part of this study. As a 
brief commentary on this, the following selected extracts indicate the considerable, but 
not unexpected, knowledge gap that exists:
'... a friend of mine called me on the phone and told me my voice was very 
husky and sounds deep. This was not the first time such comments had been
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made; I usually ignore them However since starting this lecture I became more 
conscious of what people are saying about my voice. I could not understand 
why my voice sometimes gets deep and husky' 
Student ESI
'I now recognise how my voice is affected by: posture, maintaining a good 
posture ... helps keep voice quality good. ... I see more clearly now the 
connections between my voice and my general state of relaxation or tension.' 
Student F6
' ... I am also conscious of my posture and the detrimental effect it can have on 
my ability to relax before speaking.' 
Student ESS
'This short course on the voice has given me an insight into many of the pitfalls 
we can fall into as busy teachers in the FE sector ... the pains I had experienced 
on teaching practice were now relieved and demystified as I learnt that I was 
actually responsible in helping to make these changes to my lifestyle which are 
essential in order to protect my voice.' 
Student F3
'I have discovered during this course how restricting and abusive tension can be. 
I found Rodenburg (1992) most interesting reading. I realise that I 'have taken 
habits on for protection' ... Now I would like to work towards reducing 'any 
useless tension, anywhere in the body that can constrict the freedom of the 
voice' ' 
Student Fl
This final diary extract illustrates one of the major contributory factors in vocal abuse 
and misuse - tension and stress. Chapter 2 will look at the known sources of tension 
within the teaching environment, and how and why they affect the voice.
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1.12 SETTING THE STUDY WITHIN A FRAME
As a result of the issues already alluded to in this chapter, it was considered important 
to explore the following issues in order to frame the study:
  The impact of the professional role on the teacher's vocal quality.
  The effect of a constellation of factors, such as physical health, mental health and 
environmental issues, on vocal health.
  The effect that the provision of increased knowledge of voice use, voice 
conservation and voice maintenance during training had on vocal health in the first 
year post-qualification.
  The impact on vocal quality of the transitional process from student to 
teacher/lecturer.
  What, if any, predisposing factors in a specific student population existed which 
could help predict future voice disorders.
  The vocal health of individuals at the end of their training and before they began to 
teach.
  The vocal loading and manner of vocal use of newly qualified teachers/lecturers.
1.13 SUMMARY
This chapter has shown evidence of the extent of voice problems within the teaching 
profession. The concern of voice specialists throughout the world regarding the 
teacher's voice has been recognised by the body of literature that exists on this topic. 
The calibre and extent of research that has been conducted offers persuasive evidence of 
voice problems world-wide within this professional group. The recognition that voice 
disorders experienced by teachers may properly be ascribed to the World Health 
Organisation's classification terms of handicap, impairment and disability is a powerful 
indicator of the significance of vocal health for this population.
While these factors may signal long-held concern at a professional level from voice 
specialists, and more recent concern from teacher organisations and within education, 
there is limited evidence of concern that reaches across political and organisational 
boundaries. The lack of regard for health and safety at work issues, the limited 
application of preventative voice work within teacher training institutions and the
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modest anticipated provision for voice care education in the future do not appear to 
predict a positive outcome for improved vocal health within the teaching profession.
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CHAPTER 2
Stress and the Effect of Stress
This chapter will look at stress in general and the physical effect of 
stress. A specific focus of the chapter will be stress within the teaching 
profession.
The link between voice, stress and tension will be examined. The 
chapter will illustrate the effect of stress on voice quality and in 
particular highlight the link between stress and vocal abuse and 
misuse.
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CHAPTER 2
2.1 INTRODUCTION
This chapter will look initially at stress in general and the physical effect of stress. The 
chapter \\ill then focus specifically on the stress experienced within the teaching 
profession. The link between voice, stress and tension \\ill be examined in order to 
illustrate how the demands of the teaching role, with its attendant stress and tension, 
can affect voice quality as a result of the changes that stress imposes on the vocal 
mechanism. The link between stress and vocal abuse and misuse will be highlighted. 
The chapter concludes \vith a technical note that outlines the vocal process.
2.2 STRESS AT WORK
Powell (1997) suggests that work stress is the single most important cause of stress. 
He e\idences a study of financial institutions in which 64 per cent of employers 
regarded excessive stress as the principal health threat facing the company. In 1999, the 
Department of Health reported stress at work reaching epidemic proportions. It was 
recognised as the biggest occupational health problem with up to 6 million working 
days lost a year and costing around £5 billion (Milne 1999). In a TUC survey of 8,000 
health and safety union representatives, three out of four described stress as a major 
hazard compared v\ith two-thirds in 1997 (ibid).
2.3 STRESS DEFINED
In any discussion of stress it is important to try to define what is understood by the term 
'stress' and this in itself presents a problem, as Travers and Cooper (1996) attest. 
Tension, strain and pressure are words that may be used synonymously with "stress', 
while stress may be seen paradoxically as both negative and positive. Stress affects 
everyone but not to the same extent. Stress is a necessary and essential part of human 
life and the result of interaction between people and their environment. Each individual 
has a unique response to stress; a certain level of stress, which is beneficial and 
stimulates one individual to perform well, may be perceived by another as too much, 
and as a result their ability to perform will be impaired. Conversely, for the individual 
who responds to stress positively, too little stress can reduce effectiveness and leave the 
individual listless and under-stimulated.
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Stress may therefore be described as a form of interaction between the environmental 
demands and the individual's ability to meet those demands, and it is then that 
physiological change occurs which has, both directly and indirectly, an effect on the 
vocal process.
2.4 PHYSIOLOGICAL RESPONSE TO STRESS
Stress may be seen as an adaptive response by the body to changes in the environment. 
If confronted by a man-eating lion, most individuals would be activated by an instinctive 
response either to turn and run away, or stand and fight. While evolutionary changes 
have made it less likely that individuals will meet many lions, the response to potentially 
threatening situations remains the same and the primitive body in a state of high alert 
prepares to use reserves of energy to 'fight or flee'
On occasions, however, the fight or flight response is triggered without the individual 
being fully aware of it, but the physiological response will have taken place none the 
less. Some of the physiological changes that occur as the body 'prepares for action', 
regardless of how dramatic or otherwise this action is, are listed here:
  the pupils dilate and the mouth goes dry
  neck and shoulder muscles tense
  the large skeletal muscles contract for action
  breathing becomes faster and shallower
  the heart pumps blood faster so that blood vessels dilate
  the liver releases stored sugar to provide fuel for quick energy
  digestion slows down or ceases
  the muscles at the opening of the bladder and anus are relaxed
  cortisol, adrenaline and noradrenaline are released
When the source of the threat is removed or resolved, the body returns to a stable state 
or homeostasis. However, in periods of prolonged stress individuals may not return to 
a homeostatic state and may continue to demonstrate many of the signs listed below:
  difficulty in swallowing
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THE EFFECT OF STRESS ON THE VOICE
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2.6 PREVALENCE OF TEACHER STRESS
et al 
The Independent 
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45
et al 
2.7 OVERARCHING OCCUPATIONAL STRESS
2.8 OCCUPATIONAL STRESS SPECIFIC TO TEACHING
etal, 
et al 
47
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2.9 VOICE INDICATOR OF PHYSICAL AND MENTAL HEALTH
et al 
What they hear: 
How they hear it: 
Habit of speech: 
How they use it: 
my 
my 
My 
2.10 SUMMARY
2.11 TECHNICAL NOTE
53
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CHAPTER 3
The Demands of the Teaching Role
This chapter will look in detail at the demands imposed by the 
environment within which the teacher works and explore the effect 
that this physical environment has on the teaching voice.
CHAPTER 3
3.1 INTRODUCTION
3.2 OCCUPATIONAL HEALTH ISSUES
3.3 NOISE LEVELS WITHIN THE CLASSROOM
et al 
et al 
3.4 WORKING ENVIRONMENT
3.5 ACOUSTIC ENVIRONMENT

3.6 MODIFICATION OF THE TEACHING SPACE
VOCAL LOADING
et al 
3.8 THE IMPACT OF VOICE DISORDERS ON STUDENT/PUPIL LEARNING

3.9 SUMMARY


CHAPTER 4
Materials and Methods
This chapter describes the research methodology adopted for the 
study, offers a rationale for the method of data collection chosen and 
describes the procedures employed to initiate, conduct and complete 
the study.
CHAPTER 4
4.1 INTRODUCTION
4.2 RESEARCH QUESTION
et al 
70
4.3 RESEARCH METHODS AND METHODOLOGY
4.4 RESEARCH APPROACHES
et al 
73
et al, 
74
75
et 
al 
4.5 RESEARCH DESIGN
77
4.6 REVIEW OF METHODOLOGICAL APPROACHES
4.7 POSITIVISTIC RESEARCH
4.8 INTERPRETATIVE RESEARCH
In this study the experience of a number of individuals within a particular setting, that 
of the classroom environment, was examined over a period of a year.
2. 
This study examined the experience of a number of aspects of the subjects' experience 
of the transition from student to teacher, not only that pertaining to the classroom 
setting.
For the study to provide a rich source of reliable data, there was a need to build a 
relationship between researcher and researched. Relationship building was seen as 
imperative to the research process and was done through teaching, interviews, voice 
questionnaires and personal contacts.
The use of information from the recording and transcription of the semi-structured 
interviews, the voice diaries and the voice record sheets was seen to provide this.
The use of information from voice records, diary extracts, and the semi-structured 
interviews was seen to provide this.
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It was hoped that the researcher's theoretical background and previous research 
experience would allow for differentiation and consistency in evaluating the material.
The research proposal reflected a moderate use of instrumentation, due to the nature
of the research and the amount of compliance required by the subjects.
The researcher was familiar with this method of analysis through previously published
research.
et al 
(ibid) 
4.9 SAMPLING CRITERIA
et al 






4.10 DEVELOPMENT OF RESEARCH TOOLS
et al 
4.11 SCREENING QUESTIONNAIRES
4.12 USE OF PUBLISHED QUESTIONNAIRES
by 
4.13 VOICE RECORD SHEETS
4.14 POSTAL QUESTIONNAIRE

4.15 SEMI-STRUCTURED INTERVIEWS


4.16 PERCEPTUAL VOICE ANALYSIS
4.17 ACOUSTIC ANALYSIS
4.18 DATA COLLECTION



104
Response to Second Voice Recording and Initial Interview

4.19 DATA ANALYSIS
4.20 ANALYSIS OF THE VOICE RECORDINGS
4.21 QUESTIONNAIRES
4.22 VALIDITY AND RELIABILITY - USE OF QUESTIONNAIRES
4.23 USE OF VOICE DIARIES AND VOICE RECORD SHEETS
4.24 THE INTERVIEW PROCESS
4.25 STRENGTHS AND WEAKNESSES OF THE METHODOLOGY
no
4.26 REVIEW OF THE RESEARCH DESIGN AND METHODOLOGY

CONCLUSION: THE STATUS OF THE PROJECT

CHAPTER 5
Psychogenic Voice Disorders
This chapter will examine the aetiology of those voice disorders which 
have a psychogenic predisposition. It will examine whether vocal 
change experienced by those within the study could be attributed to a 
psychogenic voice disorder and will illustrate the way in which this was 
confirmed or not confirmed within the study sample.
CHAPTER 5
5.1 INTRODUCTION
5.2 AETIOLOGY OF VOICE DISORDERS
5.3 FACTORS CONTRIBUTING TO VOCAL CHANGE
5.4 NON-ORGANIC VOICE DISORDERS
.17

PSYCHOGENIC VOICE DISORDERS
5.6 SCORING FOR ANXIETY AND DEPRESSION AND SOCIAL 
ADAPTABILITY
SELECTION OF TEST BATTERIES



Results from the Hospital Anxiety & Depression Scale (HADS) and 
Social Adaptation Self-Evaluation Scale 
Table 5.1
RESULTS FROM ALL SCREENS
125


5.9 CHANGES IN VOICE QUALITY
Positive Voice Quality Change
Positive quality change
Fl
F5
P3
P6
Anxiety score
-5
Same at 3
+3
-3
Depression score
+1
-1
+1
+1
SASS score
-6
+7
-2
+4
Negative Voice Quality Change
Negative quality change
F2
F9
PI
P2
P4
P7
P8
Anxiety score
+2
-2
Same at 9
-2
+4
+2
-2
Depression score
+2
-1
-1
-1
+7
+2
Same at 5
SASS score
-1
-1
-3
+4
-9
-2
-6
Consistent Voice Quality
5.10 VOCAL CHANGE - DISTRIBUTION
5.11 ANXIETY. DEPRESSION AND SOCIAL ADAPTABILITY- 
DISTRIBUTION
Change in Scores and Perceptual Voice Evaluation in First Year
5.12 OVERALL DISTRIBUTION OF SCORES FOR BOTH GROUPS

5.13 SUMMARY

CHAPTER 6
Predisposing Factors in Vocal Change
This chapter will examine predictive trends and predisposing factors 
known to affect voice quality.
It will review and consider the ways in which factors that affect voice 
quality, and which have been identified as part of the professional role, 
may impact on those within the study sample.
CHAPTER 6
6.1 INTRODUCTION
6.2 FACTORS THAT AFFECT VOICE QUALITY
6.3 INTERDEPENDENCY OF FACTORS THAT INFLUENCE VOICE
6.4 FACTORS THAT PUT TEACHERS VOCALLY 'AT RISK*
6.5 PHYSICAL HEALTH
6.6 MENTAL HEALTH
6.7 ENVIRONMENTAL HEALTH
6.8 COLLATION OF RESPONSES
6.9 GENERAL HEALTH
Questions Related to General Health by Education Sector
Question Number
67
68
74
75
76
77
77.1
77.2
78
79
80
81
82
Further Education
5
7
6
1
3
13
6
1
5
4
1
0
1
Primary Education
4
6
9
1
2
13
5
3
6
2
3
0
4
Total
9
13
15
2
5
26
11
4
11
6
4
0
5
6.10 PREVIOUS VOCAL HEALTH
Questions Related to Previous Vocal Health by Education Sector
Question number
2
3
4
5.1
5.2
5.3
5.4
6
7
8
8.1
8.2
8.3
28
29
69
70
71
72
73
Further Education
3
21
7
5
6
0
0
16
1
8
8
0
0
5
5
0
2
0
1
2
Primary Education
4
13
8
4
7
2
0
11
4
7
8
1
0
2
9
0
0
0
3
1
Total
7
34
15
9
13
2
0
27
5
15
16
1
0
7
14
0
2
0
4
3
6.11 CURRENT VOCAL HEATH
Questions Related to Current Vocal Health by Education Sector
6.12 VOICE CARE
Questions Related to Voice Care by Education Sector
6.13 VOCAL STATUS
Questions Related to Vocal Status by Education Sector
Question Number
18
19
20
21
22
23
24
45
65
66
Further Education
7
3
5
10
4
7
6
17
6
6
Primary Education
5
0
6
15
1
10
11
9
5
7
Total
12
3
11
25
5
17
17
26
11
13
6.14 ENVIRONMENT
Questions Related to the Environment by Education Sector
Question number
10
11
12
13
14
15
16
17
Further Education
20
5
4
3
2
19
5
5
Primary Education
16
8
1
2
8
15
7
6
Total
36
13
5
5
10
34
12
11
6.15 OCCUPATION
Questions Related to Occupation by Education Sector
Question Number
9
36
37
38
39
40
Further Education
22
8
4
0
1
9
Primary Education
17
0
1
0
0
4
Total
39
8
5
0
1
13
6.16 ANXIETY AND STRESS
Questions Related to Anxiety & Stress by Education Sector
Question number
30
31
32
33
34
35
35.1
35.2
Further Education
15
10
5
14
8
11
5
3
Primary Education
7
9
3
9
5
11
7
3
Total
22
19
8
23
13
22
12
6
6.17 SOCIABILITY
Questions Related to Sociability by Education Sector
Question Number
41
42
43
44
44.1
44.2
44.3
Further Education
14
4
19
15
16
1
8
Primary Education
7
5
12
8
11
2
1
Total
21
9
31
23
27
3
9
6.18 RESULTS FROM RESEARCH GROUP
Questions Related to General Health
Question Number
67
68
74
75
76
77
77.1
77.2
78
79
80
81
82
Positive Quality Change
1
1
1
1
2
3
1
1
1
1
1
0
1
Negative Quality Change
2
1
3
0
1
6
2
1
2
1
0
0
1
No Change
1
5
3
0
3
6
2
0
3
1
0
0
1
Total
4
7
7
1
6
15
5
2
6
3
1
0
3
Questions Related to Previous Vocal Health
Question No.
2
3
4
5.1
5.2
5.3
5.4
6
7
8
8.1
8.2
8.3
28
29
69
70
71
72
73
Positive Quality Change
0
3
1
0
1
0
0
1
1
0
0
0
0
0
0
0
1
0
1
0
Negative Quality Change
2
6
3
1
4
2
0
7
0
1
5
1
0
1
4
0
0
0
1
1
No Change
1
8
0
1
4
0
0
6
1
5
5
0
0
2
2
0
0
0
1
2
Total
3
17
4
2
9
2
0
14
2
6
10
1
0
3
6
0
1
0
3
3
Questions Related to Current Vocal Health
Question Number
1
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
Positive Quality Change
2
2
0
2
1
4
0
1
1
0
0
1
0
0
0
1
Negative Quality Change
0
4
3
3
6
6
3
5
7
1
1
5
2
1
2
3
No Change
1
5
3
1
4
8
3
3
3
1
0
3
1
1
1
3
Total
3
11
6
6
11
18
6
9
11
2
1
9
3
2
3
7
Questions Related to Voice Care
Question Number
25
26
27
46
46.1
46.2
46.3
47
48
49
49.1
49.2
49.3
Positive Quality Change
0
0
3
2
2
0
0
0
2
0
0
0
0
Negative Quality Change
0
1
7
6
4
0
0
2
5
2
1
1
0
No Change
0
1
5
6
6
1
0
4
5
3
0
0
1
Total
0
2
15
14
12
1
0
6
12
5
1
1
1
Questions Related to Vocal Status
Question Number
18
19
20
21
22
23
24
45
65
66
Positive Quality Change
2
0
0
2
1
2
2
3
1
2
Negative Quality Change
1
0
4
5
0
1
3
5
2
3
No Change
2
1
1
6
2
4
3
6
2
3
Total
5
1
5
13
3
7
8
14
5
8
Questions Related to Anxiety and Stress
Questions Related to Social Functioning
Question Number
41
42
43
44
44.1
44.2
44.3
Positive Quality Change
4
0
4
2
2
0
1
Negative Quality Change
3
3
3
5
6
1
0
No Change
4
2
6
5
4
0
3
Total
11
5
13
12
12
1
4
Questions Related to the Environment
Questions Related to Occupation
6.19 REVIEW OF THE RESPONSES
6.20 PREDICTIVE FEATURES
6.21 IMPLICATIONS FOR EFFECTIVE VOICE USE
6.22 INDIVIDUAL PROFILES
6.23 NEGATIVE CHANGE IN VOICE QUALITY
6.24 NO CHANGE VOICE QUALITY
6.25 POSITIVE CHANGE VOICE QUALITY
6.26 SUMMARY

CHAPTER 7
Exploring the Professional Transition Process
This chapter will review the demands imposed on members of the 
study sample as a consequence of their roles as newly qualified 
teachers/lecturers.
It will illustrate the transitional process from student to newly 
qualified professional with the attendant change and problems that this 
entails. Specific reference will be made to the effect that this has on 
voice quality and vocal use.
CHAPTER 7
7.1 INTRODUCTION
7.2 INFORMATION SOURCE
INTERVIEW PROCESS
TERM 1 - QUESTIONS
QUESTION 2
QUESTION 3
7.4.5 QUESTION 5
REVIEW OF INITIAL INTERVIEW RESPONSES

7.6 EXPERIENCE OVER SUBSEQUENT TERMS
7.7 TERM 2


7.8 TERM 3





2002)

7.9 SUMMARY
CHAPTER 8
Perceptual and acoustic analysis of voice
This chapter presents findings from the perceptual and acoustic 
classification and evaluation of voice quality undertaken to examine 
changes in voice quality that occurred throughout the year, as a 
feature of the teaching role and professional experiences of those in the 
study sample.
CHAPTER 8
8.1 INTRODUCTION
8.2 EVALUATION OF VOCAL QUALITY
8.3 PERCEPTUAL VOICE EVALUATION
8.4 VOICE EVALUATION SCHEMES
8.5 POTENTIAL PROBLEMS RELATED TO PERCEPTUAL EVALUATION
8.6 RATING SCALE DESIGN AND MODIFICATION

8.7 RECORDING PROCESS
8.8 CLASSIFICATION OF VOICE QUALITY

8.9 INTER-RATER RELIABILITY
8.10 SAMPLE PROFILE OF RECORDED VOICES
8.11 PERCEPTUAL EVALUATION
8.12 RESULTS
Rating
A*
A
A-
B+
B
B-
C+
C
c-
D+
D
D-
E-
E
E-
Training (n=44)
15
7
11
3
1
5
2
No training (n=6)
4
1
1
Table8.3 
8.13 PERCEPTUAL VOICE QUALITY RATING OUTCOME
8.14 PROFESSIONAL DESIGNATION
8.15 REVIEW OF RESULTS

8.16 OF CHANGE IN VOCAL OUALITY THROUGHOUT THE 
YEAR

8.17 VOCAL CHANCE THROUGHOUT THE YEAR
^
\
p*-
s* ^^~
'-M'2
?N*\
8.18 ACOUSTIC ANALYSIS
PERCEPTUAL EVALUATION AND ACOUSTIC EVIDENCE
Perceptual evaluation and acoustic evidence continued:
Perceptual evaluation and acoustic evidence continued:
Perceptual evaluation and acoustic evidence continued:
Perceptual evaluation and acoustic evidence continued:
Perceptual evaluation and acoustic evidence continued:
8.19 SUMMARY

CHAPTER 9
Postal Questionnaire
This chapter will examine the responses to a postal questionnaire sent 
to teachers and lecturers during their first year post-qualification. It 
illustrates the extent to which the respondents identified a change in 
their perception of the need for voice care, of voice use and of voice 
maintenance pre- and post-qualification.
In addition it highlights the number of hours per week that newly 
qualified teachers and lecturers are expected to work.
CHAPTER 9
9.1 INTRODUCTION
9.2 DATA COLLECTION
9.3 RESPONSE TO QUESTIONNAIRES
School or Further Education
Sex of respondents
PGCE (23)
Qualifications of 
respondents
9.4. QUESTIONNAIRE DESIGN AND CONTENT
30 -\
25
20 -
15 -
10
21 -30 31-40 41-50 50
Age range of respondents
9.5 QUESTION FOCUS



Teaching
0 5 
Since Teaching
9.6. AGE DISTRIBUTION AND QUESTIONNAIRE RESULTS
Since Teaching - Age range 21-30
Since Teaching - Age range 31-40
Since Teaching - age range 41 - 50
*\
0 
Since Teaching - Age range 50+
Age Distribution Results (1)
Age
2 1-30 years
31-40 years
4 1-50 years
50+ years
Often 
thought 
about voice
83%
25%
40%
50%
Often worried 
about voice
22%
12%
20%
0%
Often lost 
voice
5%
0%
10%
0%
Often had to 
rest voice
17%
12%
0%
0%
Often not able 
In speak
5%
0%
0%
0%
Number
18
8
10
2
Age Distribution Results (2)
Age
21-30 years
3 1-40 years
4 1-50 years
50+ years
Occasionally 
thought about 
voice
61%
100%
100%
50%
Occasionally 
worried about 
voice
77%
75%
60%
100%
Occasionally lost 
voice
94%
75%
40%
50%
Occasionally had 
to rest voice
72%
86%
60%
100%
Occasionally not 
able to speak
22%
36%
20%
0%
Age Distribution Results (3)
9.7 CHANGES VOICE QUALITY SINCE BEGINNING TO TEACH
Since teaching the voice has become
Since teaching the flexibility of the voice has become
27
Since teaching the voice has become
9.8 VOCAL PERFORMANCE IN CLASS
35
25
« 20
34
10
The ability to change the pitch of the voice in class
25 -
20 -
26
Since teaching, difficulty in making oneself heard
25
20
0)
The ability to project the voice in class
35-1 
30- 
25-
"20-I
S. 
31
The reliability of the voice in class
40 
35 - 
30 -
Hi on j 3 20 -
40
Difficult Easy 
The ability to change the volume of the voice in class
9.9 ADVICE REQUIRED BEFORE STARTING TO TEACH.

9.10 DIFFERENCES AS A FACTOR OF AGE
Advice on Voice Care
Advice on How to Use Voice in the Classroom
Age
21-30 years
3 1-40 years
41-50 years
50 + years
No advice
1
1
0
0
Some advice
18
6
9
1
A lot of advice
8
6
2
1
Advice on How to Maintain Voice
9.11 RESPONSES TO VOICE CARE AND VOICE 
9.12 FACTORS AFFECTING VOICE QUALITY
9.13 VOICE MAINTENANCE STRATEGIES
9.14 DIFFERENCES BETWEEN GROUPS HOURS SPENT TEACHING
Hours Spent in Teaching
9.15 SUMMARY

CHAPTER 10
Study Findings and Limitations
This chapter presents the most notable findings from the study. 
Already fully discussed in the text, they are here presented to identify 
a number of important elements in this topic area. The chapter also 
endeavours to identify the limitations of the study and to suggest 
changes and modifications that could have improved it.
CHAPTER 10
10.1 INTRODUCTION
10.2 VOICE



10.3 MENTAL HEALTH
10.4. PHYSICAL AND VOCAL HEALTH
10.5. PROFESSIONAL TRANSITION FACTORS

10.6 CONCLUSIONS
10.7 LIMITATIONS OF THE STUDY


10.8 MODIFICATIONS

10.9. POSITIVE ASPECTS OF THE RESEARCH PROCESS

CHAPTER 11 
Recommendations
This chapter draws together some of the issues that have been raised 
by the study which could contribute to further research. As a result of 
the study findings a number of recommendations are made which 
might inform future working practice and it is hoped increase vocal 
health within the teaching profession.
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11.2 AWARENESS OF VOICE CARE AND VOICE USE
11.3 VOCAL LOADING
11.4 TEACHER STRESS AND ANXIETY
11.5 PROFESSIONAL PROFILE AND WORK ENVIRONMENT
11.6 RECOMMENDATIONS
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APPENDIX 8
Interview with
16 December 1998
what difficulties did you experience in the 
transition from student to lecturer?
Difficulties? I always try to look on the positive side so, 
I really, well I was quite nervous. It's a different kind of 
nerves because you're sort of anticipating and anxious when 
you are a student teacher and, yes it's a different kind of 
anxiety and nerves. Uhm, I think suddenly you take on quite 
a lot of responsibility all of a sudden and you're sort of 
looking into how to cope with this responsibility long term 
and you see. Really it's not a difficulty because you've got 
to sort of get through these things to work them out you 
know and learn, but, uhm, I think that was quite difficult 
the responsibility of all these, because the classes that I 
was teaching were larger than the ones that I was teaching 
on my teacher training, so I had to have like seventeen and 
quite young students and because in FE you're teaching Life 
Skills, I think that becomes real as well. So I think the 
teaching practice is quite a model situation and I think 
they put you in this and they are all trying their best in 
the teacher training college to give you a good outlook and 
a good teacher practice. Then you go into the real world and 
you start seeing the sort of seams starting to come undone 
around the edge sort of thing. It's not negative, I think 
that's reality and you've got to learn how to cope with 
that. But I think the state of FE at the moment is quite 
bad, so I think coming to terms with all these little things 
and the responsibility that you've got to them. And also 
you've put a lot in and, like I told myself at the 
beginning 'don't overdo it 1 because I'm going to have a 
nervous breakdown in the first few months. Because I found 
in my teacher training practice that I did overdo it and I 
was exhausted and in voice class when we were doing all this 
sort of analysing and seeing what that can do to your body 
physically and everything. So was I thinking 'Right don't 1 
and when you're telling yourself 'don't' sometimes you still 
do. So I think, you know, I had a tendency to throw 
everything into this, especially as I was only doing ten 
hours a week teaching, uhm, I tended to want to make up for 
it at home and I was doing huge amounts of preparation for 
this ten hours or teaching which was just ridiculous. So I 
just slackened off and the nerves slowly disappeared and 
dissolved, so that was, you know. I think there was a lot 
of, it was quite a dramatic thing, you know, but it's also 
how you take it and I was very prepared to get a job and do 
it so. I didn't find it too bad. It's that teething thing 
and I think I'm in now. I feel alright now. I knew by 
Christmas, hopefully, I'd know one way or another whether it 
was me or not and I'm still happy to do it and I feel really 
confident now. I love the students and that's what I'm there 
for at the end of day, so you know I've got through it.
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SM That's excellent. It's just that I think that you've 
encapsulated quite a few of the difficulties there, the 
situation and the stress of the student and being sort of 
more role model and making sure that you are giving your 
best to the students and as you say not really replicating 
the situation in your practice teaching, because that was 
sort of so rather, not exactly false, but certainly they 
make exceptions.
The next question was 'Could you identify some of the major 
stress factors within the job?.
ZB I think especially, I mean I'm a special case because I'm 
working for an agency, ELS, and I'm not regarded as a full 
time member of staff, so I don't get staff development and I 
don't get paid to go to meetings and I don't, literally I 
just have to go in and teach. It's almost like being a 
Supply Teacher, where I go in and teach and then if I was a 
completely conscious free person, you know if I didn't have 
guilt and if I really didn't want to do the job properly, I 
could just go in and go home. And a lot of people I've found 
do that with ELS because of the system and the way that we 
are not paid in the same way. It's not abuse in a sense, 
because you understand that when you make a contract with 
ELS, but you know you choose at the very beginning, you 
know, how you are going to handle it. So I've had a few 
extra stresses, that a full time member of staff might not 
have because of copying with how you work the ELS out and 
how you work this agency situation out. But I think a 
teacher in general has a lot of stress because catching up 
with colleagues to talk about students is difficult because 
you all have different hours and so you know you're running 
around at an amazing rate. Also sometimes students are very 
difficult and they are very wearing. You plan a lesson to do 
what you want to do and you end up digressing from that and 
doing exactly what they want, because they are very 
demanding, they're like children, they demand and they ask 
you all these questions that aren't in what your lesson plan 
is about. So you end up sort of going on helping them, and 
usually it's problems, like personal problems, money 
problems and financially. They're not happy with the way 
you're teaching them, this is not what they're expecting, 
'Miss, you're doing this wrong' and they are very critical 
and it' s quite a strange thing because they are very 
forward, very direct, the students of today, especially in 
the college where I am in The type of student that 
comes in, you know, they're very and so you don't actually 
spend much time doing teaching, you're actually spending a 
lot of time on life skills and classroom management. And 
strategies to get them concentrating, because they will do 
anything to get out of doing some work and especially as I 
am a cookery teacher I have to get them concentrating on job 
in hand because in one particular case, in one lesson that 
I'm doing where they have to produce for a restaurant, we
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ZB start in the morning at 9am cooking and they have to be 
ready,for 12 to serve how ever many people might come in and 
to get them concentrating. Otherwise you end up doing all 
the cooking and that's not what you are therefore. You're 
paid, but you're not paid to do the cooking, you're paid to 
teach them how to cook. Perhaps they are NVQ mums or 
whatever it is that they are doing, so those lessons, the 
three hour, well three and a half hour, no it finishes at 2, 
so that's four and a half hour lessons can be as much strain 
as eight hours, because you are doing double. You're 
shouting, you're, you know you're supervising a herd of 
(laughter), it's almost like you've got to round them up 
like cattle. 'Get back in here', because they got out. 
They're not supposed to leave the classroom and some of 
them, because you've got mixed abilities, you've got people 
with learning disabilities, you've got moderate disabilities 
and then you've got the good ones. You have to sort of keep 
the good ones occupied, to keep the ones that are not so hot 
and the ones that have really got difficulties and you have 
to think of all these strategies. So really it's best not to 
do a lesson plan, because in those situations, you know, 
you're never going to stick to it. Yon have to be 
spontaneous and think 'Alright well, playing up, 
he's got a mood swing, he's having a bad day and so I'll 
have to put him on something that's going to really bring 
out the best in him, you know, not just mince pies, or 
something easy, which we've done for the last two weeks to 
keep him quiet and out of trouble'. With mixed abilities.
SM Are they all mixed abilities classes that you've got?
ZB At Southwark they have to enrol maximum, because the college 
is in dire straits financially, so their motto on enrolment 
day is 'get them in bums on seats' . So it is one of those 
cases, I mean I work in another college, and actually the 
other college where I do two hours a week, which is 
College which is part of - University, I 
thought it was going to , be similar to the way this 
university is run, but thetore also in financial difficulty 
and their motto is 'bums on" seat' as well. So they bring in 
quite a lot of, how can I say you know, mixed abilities and 
just get them in, pack them into the courses as well
SM So it's not particularly scrupulous of these people is it? 
Because I mean at the end there must be people who are quite 
disadvantaged by being with a group where you're not 
actually able to concentrate and give them
ZB it also sort of actually coincides with the lifelong 
learning and everything, because they do want to give to the 
people where they don't miss the opportunity. You know you 
can't sort of turn around to a student and say 'the levels a 
little bit high for you this year, come back next year' and 
then it might be the same again the following year.
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You can't keep turning people away and FE have decided on a 
lifelong learning strategy, which I am totally in agreement 
with and I would support 100% and so you know I've got to 
shoulder the storm, but it is causing, I mean they could 
think it around so that they sort of allow to have at least 
one level and maybe another two levels, but they just 
haven't got the money, you know, to pay the teachers to come 
in. I mean one three hour class I got just by chance, which 
was very lucky, because a group they enrolled far too many, 
they enrolled 28 students and one woman, who normally does 
that class herself, she's normally had about 18 or 19 up to 
20, the kitchen is terrible because it's all Health & Safety 
as well, and just because it went a little bit over she was 
allowed to split it which got me three hours pay. But still 
because of the way that they enrolled and the way that they 
pack them it's amazing, you know we talk about it together 
and we say the amount of abilities. I mean we could have 
done it, I mean she tried to do it in the way that she gave, 
I mean she did split it in a way that she had, the ones that 
are a little bit better and the ones that are a little bit 
worse, but still you've got all these different, I mean I 
could tell you some stories. I mean I've got a gentleman 
that comes in, but probably you haven't got room on the tape 
or if you don't want me to.
SM Well you can tell me afterwards. 
ZB It's amazing.
SM So the next one is 'What vocal changes did you note during 
the term?'.
ZB Whew, I'm exhausted now. I started off very fresh and I'd 
done a lot in the summer too, you know a lot of things, your 
things in the book, a lot of things that we learned on the 
course and I do, I do that. I've got this spray. I say it's 
for the plants, because I spray the plants because it's 
quite hot and I'm actually doing it all the time around the 
flat. You know, I've learned a lot from the course and the 
book and I do try to practice. In the summer I really rested 
and I tried to prepare myself because I didn't know until 
the beginning of September that I'd got this job but I was 
still hoping and I was hoping that I would get something in 
September. So I relaxed and I didn't go on holiday, I 
worked, unfortunately I couldn't because financially I 
couldn't do that, but I got a job as a telephonist, well not 
telephonist, reception/telephonist and like I was thinking 
'Oh Stephanie will kill me', you know. But I made sure I 
had, you know, a thing, because a lot of them don't 
and I was like really pushing that, because it's amazing how 
many places don't have that. Anyway I started quite fresh 
I think in September, because I rested, you know, and I ate 
properly and I was doing lots of exercises, I always do in 
summer anyway, I did a lot of running for charity.
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SM Oh, I see.
ZB Yes, I was doing a lot runs about that time, so I was really 
physically fit and that helped me. When I started the job 
and I was cycling to work and everything, I felt great and 
then like I gradually felt the changes in body and like 
everything because you sort of change, you start to become 
more tired and you start to become quite fatigued, it'just 
that it just takes over from, it's all the racing round, the 
anxiety, and like with me the anxiety of not having a full 
time job either. I'm always looking in the TES, every 
Friday I go to the Job Centre to look in the TES, take down 
all the notes, sort of thing, well you don't want .to hear 
that, that's extra. But I think that generally it's the 
strain as the term goes on and all teachers say it or most 
of them croak it. Most of them, I don't think many of them 
had done voice training or a voice course. It wasn't around 
when they were at college, which I had the fortune to do, or 
they've never heard of it or they don't do it in staff 
development in colleges it's just not offered. So you say it 
'Have you done a voice training? 1 and they laugh at you and 
say 'what's that'. They don't take care of their voices, a 
lot of them smoke, a lot of them drink heavily, which I 
never did before the voice training, but I totally cut down 
on it, especially when I'm a teacher because it tires you. I 
don't know what to say. It has changed, I mean I'm not 
mentally doing the things that we learned about throwing the 
voice and taking it from plants, and that sort of really 
good advice that you gave on the course, because I find that 
quite difficult. I think I'd have to read your book again, 
because I read it once but I know that it' s always the 
second time that you've read a book that you actually start 
doing it properly. And I know that I'm doing things wrong 
with my voice because in the kitchen above all that 
 machinery, and above all that, I'm sure there are things I 
could be doing. I spend my time shouting, I've actually come 
out of the lesson having lost my voice and I 've gone into 
the next one in the evening, because I do one sometimes, 
go into an evening one, and I tell the students 'Right I'm 
not shouting today, I've lost my voice, so you're going to 
have to be good' . Or I write it on the board and I do lots 
of things to get out of talking a lot. As you can see, I 
like talking anyway as well which is a difficulty, but I'm 
having to sort of change. Uhm, I'm just having to cut down 
on the amount of talking I do, and screaming and shouting
SM Right. And equally now that you're feeling more tired that 
will be reflected in just how you are able to manage 
yourself generally and exhaustion does have a huge effect on 
the voice.
And you've said, which is the next question, 'have you had 
any periods of voice loss? and you've said 'yes' to that. I 
mean how many times has it gone?
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ZB Well in the beginning, because I wasn't used to it, and I 
think I was really shouting, I was really abusing my voice 
and I was totally, I don't know, I was quite scared 
actually, because I said to my partner, who is also a 
teacher, you know, 'I just can't go on 1 . I really didn't 
think I'd get it because I'd gone through the course, and I 
thought 'what am I doing wrong?. So in the beginning it went 
a lot more and now, because I've relaxed and I'm tending to 
really get a good night's sleep, I've been going to bed 
early- In the beginning I was like staying up until 
midnight and getting up early and that was like tiring me 
as well. So you've got to realise that as a teacher you've 
got to make sacrifices and you've got to say you're not 
going to stay up late, you're going to bed at ten, and then 
you can face the day and you've had a good rest and you can 
really, you know, tackle the day. And so I'm learning every 
minute, you know. Tomorrow I'll discover that I've done 
something better than I was at the beginning.
SM Yes, because it is a very steep learning curve isn't it? And 
particularly thrown into it.
ZB But you, like you scared me, because in your book you put 
students leave. Like they have to give up, not because they 
want to but because of the physical requirement. And I was 
thinking that I love teaching and if I have to give up 
because my body gives up that's going to be awful.
SM But equally, I think it's interesting that you've got a very 
strong sense of mind/body awareness when a lot of people 
don't and they keep on going and then they find that they're 
just completely wrecked without realising it.
ZB Yes. I'm looking at a lot of teachers in the staff room, the 
photocopy room and I'm watching them and I'm thinking 'I 
don't want to be like that'. I know they're a little bit 
older than me and I'm gauging myself in five years, ten 
years to see what it would be like. And just, you know, 
just from talking to colleagues and people, there are so 
many that are really, that have got bad health problems and 
it's not, I think the teaching is a hazard, like any other 
thing that you do badly in your life, you know you can abuse 
your voice, you can abuse your body, you can abuse, you 
know, a lot and it can be so discomforting. I'll have to 
tell you this, I don't know whether I'll tell you after as 
it's another thing that's just come to me 1
SM Right. So the next question is 'have you thought that your 
voice was equal to the task? 1 . Well, basically not really in 
that case.
ZB Uhm, no because I'm probably not doing, you know, I'm 
probably not, I don't think I'm doing the maximum I could 
do.
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SM Right.
ZB I think if I'd have had a training to be an actress or a 
singer and I watch them on television and I'm thinking of 
you. I'm thinking they must have real discipline, because 
they must be drinking lots of water and they must be doing 
all these amazing things. They must have really fit bodies 
and minds to cope with using it as a singing voice can,- you 
know the opera singers. You know they must have huge 
discipline. I don't know whether we do as teachers, you 
know, the common people that go through life, you know. They 
are aiming very high, they're getting high salaries and you 
know for the salary that we get a lot of people might think 
that it's not worth it. You should do it for yourself and 
not for the salary, but I think it's a very thin line. I 
think people
SM And also I think that you have to remember that they've got 
a repertoire that they're singing, the singing is 
orchestrated and the play theSJrg playing. Whereas with a 
teacher the vocal use is in liflre, well it's accompanied by 
high periods of stress, so that you haven't got a script, 
that you just
ZB It's all spontaneous.
SM It's so spontaneous and it may often be a response, as you 
say, people leaving or people doing something, particularly 
in your line of work, where people actually injure 
themselves on the machinery
ZB It's quite nerve wracking at times.
SM So there is a whole lot of tension and anxiety with the 
speech as well.
Are there any strategies that you use to maintain your 
voice? Now you've obviously mentioned water and getting 
rest. Anything else?
ZB I gargle now and again if I start to get a sore throat or 
something, but strategies, sometimes I don't speak. I just 
give it a rest, like you said and my boyfriend finds it 
quite strange and says 'You've got quieter' and I say to him 
it's probably my voice training, because it's really weird. 
But you know I don't go to pubs with the loud music. I 
really didn't do that anyway, I don't enjoy drinking and 
things like that so it's not really a big deal for me. And 
the smoke and all these atmospheres, polluted atmospheres 
and things, you know. I try to use less chemicals in my 
house and I think all these things I've always been aware of 
anyway it just highlighted it for me, the course. But they 
are just little things.
SM I think the combination is quite. Yes
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ZB I'm trying at work to be conscious and not abuse my voice 
when I'm teaching and not shouting really loud, like I'll 
come down, and actually, I mean I make it clear to them 
sometimes in the classroom, I'm not going to shout at them. 
So if I've said something and you've missed it, then ask a 
colleague and do all these little things. Because they keep 
coming up to you and saying 'what did you say?' and 'can you 
repeat that?. And if it's a long schpeel and you've got to 
repeat, aah this huge amount, and some people they come in 
like five minute staggers, like late, and I've just done the 
brief at the beginning of the lesson of what's got to be 
done in the next three hours and 'can you say that all 
again?' . And you say ' excuse me but do you think my voice 
likes this?' and I joke with them but they, and they don't 
know. The students don't know the complexity of what I'm 
saying and I say 'ask your colleague' and they think I'm 
being horrible. (Laughter)
SM No, no, but I think that's what you've got do. Someone else 
said that she was using a similar strategy but she now 
doesn't repeat it she just says 'you'll have to ask' and not 
repeating it. Oh well I mean cumulatively you're doing quite 
a lot. I mean think how much worse it could have been if 
you'd not done any of those things.
ZB If I hadn't had done the course as well.
SM So is voice care seen as important by fellow staff members?
ZB No. No. Like I say some of them, you know they don't 
understand and I find that strange. I mean a lot of them 
have been to < as well, so I don't know, I know 
you've been doing it for a few years here.
SM Well only your year. Last year.
ZB So it's strange. You know staff development and things like 
that, I've never seen, and ask my colleagues. So we feel 
quite fortunate. We don't know how widespread it is and how 
important it is, but I definitely think it is.
SM And have you become more, you have spoken a bit in response 
to this already, but have you become more comfortable in 
your 'professional role? And have you done so have you 
noticed any change in the way that you use your voice?
ZB i think, yes because I more relaxed, especially now, nearer 
to Christmas. The last couple of weeks, I've become really 
relaxed because I know my contract is going to be renewed in 
January and I know where I'm going until June. I know after 
June that will be it, then I'll have to start worrying again 
in the summer. But I think also that you get to know the 
students and the students warm to you.
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ZB The first month is terrible, because you don't know whether 
they like you and you're always anxious and I think you're 
going to be like that for your first five years while you're 
settling in and, you know, really getting to grips with 
being a teacher. You've always got doubts that you are not 
meant for this profession. You know there are those doubts, 
but professionally, it's awful again because I don't think 
I'm allowed at the moment to feel the full benefit of a 
professional as I'm working for an agency. There's all this 
sort of complication. We had a big sort of lecture on it, 
like a sort of careers talk or lecture thing before going 
out into the big wide world at the end at Gr?^nwicli as part 
of our our teacher training, saying that one of the things 
that you are going to experience through your career as a 
teacher, you know you can either go down the road being a 
full time member of staff, you know, or you can work for an 
agency, or you can do supply, or you can be a part time 
teacher and still pursue research. There's so many avenues 
and facets, you know, and ways of being a teacher. You sort 
of know that but then when you actually get into it, if 
you're not 100% confident and I'm not, and I rather be in a 
secure role, in a secure job as with a proper role and then 
I would feel more professional. But I think at the moment, I 
mean I do feel professional, of course I feel professional. 
I've advanced in leaps and bounds since finishing in June. I 
do feel and I don't think I'm the right person to, well, ask 
that question yet. I think maybe my first job, my first full 
time job, when I'm in a secure job and feeling, you know, 
then I'll have much more chance
SM To feel like a professional?
ZB Understand and experience all those things, but at the 
moment I feel very much like a supply teacher. I'm a 
professional, because you've got to be a professional and 
you've got to, I don't know, you've got to be, you know, 
that way, but it's very difficult in a situation, so I don't 
know.
SM So have you, but what you have done is that you've becore 
more confident even in terms of say
ZB I'm more confident
SM saying 'I'm not going to repeat that', so using your voice 
in a different way. So that is, as you say, an experience 
thing.
ZB Accepting that you've got to be very flexible, not only in 
view of all the other things, like attitude and 
communication and students, but also with your body because 
it can give out, it can give up and especially.
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ZB I mean, I'm so glad that I'm having this interview because 
it's all bringing it all back to me how important it is and 
think you have got to be flexible. You've got to say well 
if you're going to be a teacher you don't just accept the 
role of teacher you accept the role of being a good teacher, 
of being a good role model. Because don't forget that the 
students are also learning, they're being conditioned, very 
you know, from watching you, from eyeing you up. And if you 
spend all your time shouting then they're going to think 
that's the accepted thing in life and I mean I just had to 
give that up, because I was terrible, I was shouting all the 
time. I really changed that and my voice was better for 
that. It's very easy to want to shout at them, you want to 
see the things they do! (Laughter)
SM I can imagine! Any other comments just for the purposes of 
the tape, -., anything I haven't asked you that you feel 
you'd like to discuss? Or has that about covered it all?
ZB I don't know. I mean what is the chance that this voice 
thing will sort of take off and that people will get to know 
about it? Because I mean, I'm in the few.
SM Yes, I mean I'm very hopeful that if this works out and even 
in such a relatively small scale study then I could, say, 
take it to the Department of Education or whatever and say 
"Look we've noticed changes and these are the comments from, 
albeit, a small group, could we then look at a much wider 
group of people?'. And obviously there are moves afoot and, 
interestingly, quite a lot of work now within the EU, in 
terms of Health & Safety and issues surrounding that for 
the teaching voice and the professional voice. So I think 
that it'll maybe come from a number of different areas, but 
perhaps driven by things like an EU directive, which will 
then cause people to think about what they're doing and 
equally the lack of support that they give teachers and the 
fact that people are so driven by money. You know, 'it's too 
bad you've lost your voice, but you'll have to come in 
because we can't pay a supply teacher'.
ZB Do they do it in other countries? Like in America, Canada 
and all that? I mean you must have studied this in other 
countries.
SM Yes, but America's actually got very little at all, it's 
even in a worse situation that the UK. I mean interestingly 
enough Finland is one, where they are actually looking at it 
in more detail. But, there's not a huge amount in Europe at 
all.
ZB It's amazing that Scandinavia is so health conscious, 
environmentally and health ways it's great. I mean we should 
take such a lot of meaning from that, just anything. I mean 
taxes on petrol and that sort of thing, they really know 
what they're doing. It's such a shame.
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ZB But, I mean our education system is in dire straits and 
needs, money pumped into it from so many different angles, 
that's why it is difficult to envisage something like that 
happening.
SM Yes, because people will say 'oh well there's so many other 
things that should be in the curriculum 1 .
ZB You can't afford to do voice training. That's why it's so 
important in University because while you're doing your 
training on this you can be made aware of it. So stay at 
Greenwich and go to other Universities (Laughter).
SM Well I keep pushing on.
ZB Well actually a lot of teachers that I've met haven't got 
the PGC and haven't got the full certificate and they are in 
there, they're getting the salaries, they're getting really 
good jobs, because they've proved themselves over an amount 
of time and because it's not legal, and they're hoping to 
make it legal that you have to have a certificate before 
you can teach, but there are so many of them in there and 
they've never really considered it, they haven't had the 
chance to go to university and haven't heard about it. They 
don't know the analysis of teaching, they don't know the 
psychological and well they haven't learned the theory- So 
they're just in there, they're doing the job and I think 
they're so
SM They very vulnerable.
ZB They're vulnerable. I think.
SM Well thank you very much for that. That's great.
Interview with 5
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SM ' 'what difficulties did you experience in the transition 
from student to teacher?
RN Unm,
SM Professionally
RN Professionally, I think the most, the thing that struck me 
hardest has been the level of responsibility that you take 
on. Like with i, I've got Year Six's and Year. Five's, 
so it's a mix, you know, two years mixed. We've got the 11 
Plus coming up and, uhm, you know responsible for sort of 
advising what should, you know, what recommendations for 
those children who are sitting the 11 Plus in January and I 
found that quite difficult. It's, I'm in a school which is 
in the area thatXlive^, so it's basically just a mile up the 
road and in fact it was " school
SM Oh right
RN so I know the parents and I found that quite difficult with 
this 11 Plus business, uhm, and it was sort of, not only 
that but it's the sort of responsibilities generally that 
I've had to cope with because the staff is not stable there, 
they've had huge change around, uhm, the girl in the class 
below me, there's only four teachers, but she's an NQT and 
she's young and she's nearly found it too much.
SM Oh
RN and so there's been quite a lot of sort of problems really 
trying to cope. Uhm, you know, as I say the staff aren't 
there so when it comes to things like rehearsing children 
for Christmas because I sort of the oldest, you're the 
oldest one, you know I've had to do it and I've found that 
very difficult to sort of organise everything and what have 
you. So it's been quite a business really.
SM Did you take on that sort of responsible role? I mean was 
that something that was used in deciding you would take on? 
That was actually imposed?
RN No, no. I was, yes imposed on me. Yes I wouldn't have done 
it out of choice, but, you know, I'm on a, I job share but 
because I live so near there's been a lot of 'oh can you 
just? 1 and 'oh can you just nip up?' and 'oh can you? 1 and 
'oh can you just do planning for next year on your days 
off?' etc etc, you know, it's been a bit like that. Uhm, so 
I've found it quite difficult really to cope, yes.
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SM And not, I mean again probably as was saying, nothing 
that could have been given to you from college, because 
these are experiences that just develop out changing and 
learning I suppose in terms of moving into this professional 
mode. So even if it's discussed, these are not things that 
you could actually have been taught.
RN No, you just have to experience it. Get a body of experience 
I think and sort of, but it's taken all my, the soft of 
confidence that I've had to be able to deal with it really, 
you know, I found it hard.
SM And if you'd been, I mean much younger, that obviously 
RN No, couldn't have done it
SM couldn't have done it, because that's obviously what's 
happened to the younger person
RN No, I wouldn't have been able to do it 
SM Right. Yes.
So can you identify some of the major stress factors within 
the job, other than the ones you've mentioned,responsibility 
and the additional work and things.
RN Uhm, I think the level of where the children are at, because 
some of the Year Five's are very poor, uhm, you know, 
they're operating sort of at Level 1.
SM Oh right.
RN Uhm, you know, we've got 13 Special Needs and I've got a 
deaf boy and the room is very very difficult for him, so I 
wear a transmitter and he wears a receiver, but he has to 
watch all the time and his behaviour has deteriorated during 
the term because his hearing has gone down a lot, as he's 
had a big loss this last part of the term. So that's been 
difficult, but you've got on the one hand some of the Year 
Six's who are working sort of, you know, at sort of Level 5 
and these other ones who are working at Level 1 and it's 
what you give them all that they can all do.
SM Right.
RN The Literacy Hour's a pain in the neck, (Laughter) dividing 
us all into five groups and shuffling around the room every 
morning and then you do, we've got four maths groups within 
the classroom, so you know you get yourself organised for 
Literacy Hour and then everyone has to stand up, move round, 
shuffle the desks around and acoustically it's a rotten 
room. So much so that I can't hear a child answer me at the 
back of the room
1998 
SM Oh, my goodness.
RN So it's been very difficult to cope with.
SM Yes, yes.
RN Uhm, yes, just you know all those things and tiring.
SM And tiring yes.
RN I don't have a desk or a chair.
SM Oh you don't?
RN So have to stand all day that's the other thing. This is 
the new Head's new regime, so we all have to stand up all 
day.
SM Good grief!
RN I find that very difficult.
SM What is that to, I mean how is that supposed to be?
RN Well I suppose you can circulate and sit with different 
groups,
SM Oh, I see.
RN but the way the classroom operates there isn't actually 
anywhere to sit down. I don't even have, there isn't a spare 
chair, so I stand all day and I do find that, and in fact I 
had this sort of throat thing this, uhm, second half of the 
term, lost my voice, felt rotten and then had another 'flu 
thing on top of it and I couldn't stand up all day,
SM No.
RN I just couldn't do it. So I had to ship a chair in myself, 
and thought 'blow it, I'm going to sit down' you know.
SM It's physically just exhausting as well as everything else.
RN Yes, absolutely. (Laughter) It's a hoot really isn't it? 
Why are we doing this? The money's nice.
SM Oh dear.
You mentioned, when we were talking earlier, about the sort 
of vocal changes in that you felt that your voice had got 
lower. So what I was going to ask you was 'what vocal 
changes did you note during the term?'. Obviously the voice 
getting slightly lower, and then any other things?
RN Yes it felt very tight.
SM Did it?
RN at times, very tight and that was in spite of sort of 
knowing from my singing lessons year ago, you know how to 
relax your throat. I just couldn't do it, I was so stressed 
up and having had these two bugs, which made me feel rotten 
anyway, uhm, one of which, you know, we all lost our voices 
up there everybody, actually lost their voice. So, you know, 
it was, I just, everything tightened and you haven't got the 
energy or, emotional or otherwise, to actually think about 
sort of trying to cope with exercises or anything like that. 
I found it really difficult.
SM And was it, I mean very often that sort of tightness and 
pain is a muscle tension thing
RN Yes
SM as opposed to actually anything the matter with the vocal 
folds, but obviously if you were tense and stressed that 
would be how it
RN I think it reflects
SM would be reflected. Yes.
RN And this difficult classroom acoustically means that you 
have to speak quite loudly. But I found hearing them was as 
difficult
SM Is as difficult?
RN Yes, I find I can't hear them and likewise if you ask a 
question they can't hear each other.
SM Well, I was going to say
RN So you have to then repeat the answer, but I have to repeat 
it anyway for the deaf boy, because if he can't see 
the child that is answering the question he doesn't know 
what the answer is, so I have to say it again anyway -
SM Yes.
RN Uhm, but that's quite hard actually and he's very disturbed.
SM Yes.
RN A very disturbed little chappie. Poor old sausage.
SM So, you've had one period of voice loss. Were there any 
other periods of voice loss?
RN Uhm, no I was fine until Half Term, it was after Half Term 
that it's all gone down the pan really.
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SM Right.
RN Uhm, and I think that is a mixture of being, I was doing
more days, I'd been working in the Infants for some of the
week and in the Juniors for some of the week,
SM Oh right.
RN And this sort of, because we are a small school with no, you 
know the Deputy Head's having a baby and there's no-one 
really, you know the Headmistress has been teaching for 
someone else, we've had to take assemblies on a weekly 
basis, which is just not to be recommended really-
SM No, no.
RN And, you know the whole thing has just got to me basically.
SM So you've been virtually working full time because you've 
been filling in then?
RN Yes, not full time, I've had a day off a week.
SM Oh you've had a day off, but more than the job share really 
anticipated?
RN Yes, yes, more than would have done, but after Christmas I 
will go back to my two days, after an initial period of 
working full time.
SM Oh, I see.
RN then I'll go back to two days and that should be alright 
because she's got to employ two more members of staff so 
that will be alright.
SM Right.
RN Hopefully.
SM Have you felt that your voice was equal to the task?
RN Uhm, I think I've taken it for granted and I think I thought 
that I wouldn't ever have any problems with my voice and I 
have, you know, in terms of I think that the strengths, I've 
got the strengths but it's like the register as you say, 
you're tense, you know?
SM Yes, yes and that's probably been quite a surprise because 
actually your voice was
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RN Yes, I always thought my voice would be no problem at all, 
but I can feel it being, playing up.
Another voice , ') Because you never had problems on 
teaching practices did you?
RN No, but we haven't got anything in the room to, it's a very 
high ceilinged room
SM Right
RN and it's tiled floors and the sound just bounces.
SM So you've got one of these really bright acoustic
RN Very bright, which is awful for He needs to switch 
his hearing aid off all the time because he can't stand it.
SM So you have to actually really, if you speak more slowly and 
slightly lower the pitch if you can, then that will 
counteract that to some extent.
RN Hm, hm.
SM But that again is not always possible either
RN Hm, and I think with the Literacy Hour you're speaking for, 
you know I'd be conscious of this huge input of teaching, 
uhm, which you may not have had to do prior to the Literacy 
Hour, with this, sort of all this kind of you have to keep, 
you're keeping talking at them for such long periods, you 
know, and that requires such intense concentration.
SM Yes, so the combination is absolutely dreadful?
RN Yes, I found it very stressful to keep going sort of at 
level really.
SM Are there any strategies that you use to maintain your 
voice?
RN Yes, I've tried to bring it down pitchwise, I have thought 
about it, uhm, and I tend to clap rather than, to get their 
attention, rather than to try to get it, uhm because the 
trouble is half the time they can't hear me.
SM Right
RN i can't hear them and they do chatter, they're bad 
listeners, they're not good.
SM Right.
Is voice care seen as important by fellow staff members?
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RN No, not in the slightest! No, not all all. No.
SM And what has happened when people have actually, I mean you 
said that everyone had lost their voice? I mean was it a 
question of people just struggling through?
RN Yes, we just struggled through really you know there wasn't 
any, uhm, time off, I had one day off but nobody else had a 
day off, you know, it was just sort of managed really.
SM Is it still perceived as just part of the, it comes with the 
territory?
RN Yes, I think that was a specific virus that was going round. 
SM Oh right.
RN But, yes I think, you know voice or not, people don't, you 
take it for granted and they don't take much notice of 
what's happening at all, you know. And the Reception 
Teacher only has fourteen children, so she didn't have, she 
wouldn't have occasion to use her voice hugely and she's got 
carpet. I'm just trying to think, the next teacher up has 
got carpet so that's not so bad, it's just the two Junior 
classes and the other NQT's got quite a big voice
SM Right.
RN which I don't suppose she thinks about, so it was me really 
and she's got a better classroom in terms of acoustics, so 
it was me that had the biggest bother.
SM I mean acoustics is incredibly important. 
RN Yes, absolutely -
SM To just fight against that is actually very very mentally 
tiring
RN I find it tiring and it's hearing. It's so tiring trying to 
hear the children and I keep having to say to them all the 
time 'I'm sorry I can't hear'. You have to get everyone 
silent,
SM Yes.
RN without moving an*,, inch, nothing, you know because if 
someone tips a ruler on the table you can't hear, you just 
can't hear what people are saying, it's that bad, you know, 
which sounds amazing, but, uhm, it's quite hard,
SM Yes.
RN along with the standing up which is the other thing which is 
a nightmare really.
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SM Of course, desperate.
As you've become more 
RN (Laughter) A career move is necessary!
Background Laughter and asides
SM This is probably not the right adjective is it to use, but I 
was going to say as you've become more comfortable in your 
professional role, have you noticed any change in the way 
that you use your voice?
RN I'm not as anxious as I was at the beginning of term, but I 
am more stressed. I'm not as anxious, I was very anxious 
when I first went in, very anxious to get everything 
absolutely right and I couldn't sleep, you know,
SM Yes.
RN and I was all sort of keyed up. I don't feel like that any 
more, but at feel, you know at the end of term I was just so 
stressed
SM Right
RN and so tired that, uhm, no, I'm alright now, but just 
slept for hours.
SM Have you? Yes.
RN And I just couldn't get out of there fast enough. I had 
everything down off the wall on Friday afternoon, all the 
displays were off the wall by half past three and I was out 
of that door, I can't tell you how fast I went.
SM Right. Yes, just to try and of course two weeks is not that 
long, but suppose it's just a question of
RN And I've got to write all the schemes 
SM Oh, of course.
RN for the next term unfortunately, sadly. They're going to pay 
me for one day doing that, but, uhm, it's going to be and 
then we are back into the 11 Plus straight away, which is a 
bit of a worry.
SM Any sort of reflections that I haven't accessed in terms of 
these questions? Any reflections you've got?
RN think the physical tiredness affects and I think that this 
having to be on your feet probably affects my voice, because 
I have got so drained physically, uhm, I don't know that I 
could do it every day to be honest.
SM No.
RN And the struggle when I go back, but, uhm it won't be for 
long fortunately, but I think that's probably has a bearing 
on it. And also trying to sing these carols has been a 
nightmare really, and you know I think that the combination 
of trying to sing and trying to
SM has been too much, oh well. Thank you very much. 
RN I hope that's helpful.
Interview with F2. 
January 1999
SM - what difficulties did you experience in the 
transition from student to lecturer?
TS Uhm, difficulties? With the actual teaching? 
SM Teaching, yes.
TS Standing in front of the class and, uhm, I think my biggest 
problem at has been, uhm, discipline in the 
classroom. They are GNVQ students, very multi cultural 
assortment, a couple of the classes have no English students 
and the foundation are so naughty that I did, you know when 
I first started, I found myself flying into terrible rages 
and screaming at them, which I don't do now, I don't let 
myself. It was effective because they sort of would stop in 
their tracks and be so surprised that you'd got into such a 
state, but you know. But also the classrooms, although it's 
a beautiful building, I don't think it's been designed too 
well because you can hear the classroom next door and on one 
occasion the teacher next door ran into the room saying 'Is 
everything alright? 1 , because I really screamed so hard and 
it was just rage that, you know, just flew out. So classroom 
discipline, finding ways to sort of command authority. Other 
difficulties? It was amazing actually from my six week 
teaching practice, which was completely nerve racking, every 
lesson was, you know, because we did it with the lesson plan 
and you know it was really nerve racking. And then, you know 
as I've told you, I hadn't applied for this job and Hackney 
came back to me so that was lucky and they asked me to 
cover. And from day one, it was amazing, I wasn't nervous 
going back into the classroom and that was really odd. I 
don't know whether that was because actually passing the 
course sort of made me feel, you know, that it gave me the 
confidence, you know, that I was of the standard. I suppose 
from the teaching practice it did get a little bit easier, 
but on the whole it was really nerve racking.
SM And that didn't happen at all then once you got out in from 
of all these people?
TS No it didn't at all. A couple of, knew a few of the 
students that had gone on into the next year, but you know 
as I said, the foundation clas£> I didn't know them at all 
and, uhm, I don't know whether it was because, you know, 
the senior lecturer 'phoned me one day and I was in the 
classroom the next and I didn't really have time to worry 
about it. Plus it wasn't known that the, we weren't going to 
be monitored so closely. Maybe it was because I felt like 
they'd called upon me in an emergency, so if I hadn't got a 
million and one things planned out it wouldn't be so bad.
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SM Yes.
TS But that was you know and I spoke to, and there's two of my 
class at as well, which is great. I didn't discover 
that for a tew weeks, but all three of us said that. Wasn't 
it strange how, I think maybe the pressure of the teaching 
practice and keeping all your records and having it done 
completely by the book maybe that was
SM So in a way maybe that was probably a bit of a 
so in a way that was easier?
TS Yes
SM Can you identify some of the major stress factors within the 
job?
TS Within the organisation at one stress factor has 
been, for instance I have been very eager to get my students 
on to computers and the Internet, because I think they would 
concentrate more on the screen. It's been very frustrating 
at they don't seem to have a timetable for the 
Computer Suite. So I've had about two lessons last term and 
one this term with the same group, where I had supposedly 
oraganised the room for them and we'd gone there and after 
half an hour another class came and said 'No, we're supposed 
to be in here'. So it's frustrating, the actual organisation 
of the College that I feel how can they not have a timetable 
for the computer rooms? And last term they said 'oh we 
haven't done them yet 1 , but you know you'd think that this 
term they would've and you just think well what was. I think 
that there is animosity between the management and the 
teaching staff and communication isn't very good and I don't 
like that about it as a teacher. That puts me off completely 
because it's so political. And also the teachers themselves 
don't try to change anything. They never change anything. So 
that's frustrating. But in the classroom I just think it's 
students not, I mean you wonder why they are there. Their 
time keeping is disastrous, uhm, their unruliness in the 
class is awful, by and large, and, you know, they do seem to 
have quite, uhm, a negative attitude.
SM Really?
TS Yes, you know not getting the assignments back.
SM Gosh. So is that, that's strange isn't it when? Or perhaps 
it's because they can go there and they're not on the Dole 
and they don't have to look for a job.
TS Yes, it's you know the frustration is trying to really get 
them to see that it's up to them really and not. What's the 
point, you know, where are they going?
SM What vocal changes did you note during the term?
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TS I'm, I've consciously have noticed, that I seem to be more 
deaf than any of the students in the classrooms, because I 
have -to, you know, I have to get them to repeat their 
answers so much and I think the acoustics of the classroom 
aren't too good for hearing. So I've noticed when I sort of 
start to shout or go a bit shrill, I was noticing that I was 
sort of getting louder to get myself across, maybe because I 
was thinking that 'I can't hear them properly half the time, 
can they hear me?', and also to try and keep their 
attention. And I think my voice, you know, was tending to 
get higher and higher, and through experience and maybe a 
little more cofidence, I've used my breath more to go on the 
level and try and keep my voice sort of stronger without 
shouting. So I'm sort of trying to stop myself from going 
like that to get my point across.
SM Right, have you had any periods of voice loss?
TS No, fortunately. I think, uhm, I often, you know I try to 
tell myself 'bring water', you know I should take water into 
the classroom because I can find myself, you know, talking 
myself dry. But, uhm, no I haven't and I just kind of think 
that my hours have been dotted over, you know just twelve 
hours over the course of a week. I don't know how I'd fare, 
you know, if I was in a school teaching constantly. I'm sure 
there's a lot more strain
SM Sure. Have you felt that your voice was equal to the task?
TS Yes, I think so. Although I say that but on Wednesdays I 
have to do five hours straight off and that, you know. 
Monday I did a couple of hours, I've quite often been asked 
to cover someone else on a Friday, but Wednesday was quite a 
heavy day and I think 'yes' by the end of Wednesday- I think 
starting, you know at the start of the day I'd be at the 
front of the class trying to address everyone and by the end 
of the day I'd sort of be more in the middle and getting 
them around me.
SM So in fact it was probably feeling a bit strained? Right.
Now you mentioned a couple of strategies there, but are 
there any strategies that you use to maintain your voice? 
You mentioned the water and getting them closer to you, but 
anything else?
TS I mean, I think you know sometimes I've tended to do most of 
the talking and not sort of from, you know, from my own 
voice presentation, but I've kind of thought that I've 
needed to get the students to participate more rather than 
talking at them. So I've tried to incorporate more exercises 
for them to do. I've got the advanced group, about 8 of 
them, no it wasn't the advanced it was the intermediates 
there's about 6 in the year, and I asked them what they
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TS thought 'WTTC 1 stood for, which is 'The World Travel & 
Tourism Council 1 and actually one student said to me 'Why 
/ talks crap' (Laughter). Which you know sort of made 
me think 'maybe I'm talking too much here!'. You can find 
it out for yourself. What...., I mean just taking more 
breathing and as I say trying to be talking from the stomach 
rather than high in my throat, because, as I was saying to 
you, after the first couple of weeks where I, you know, 
screamed my head off, and really shouted a couple of times 
at them, not so much for my voice, but just thought that 
this will do me no good here getting into this state.
SM Were you aware that your voice was painful afterwards or 
anything? No, even though you were shouting it wasn't sore 
in anyway?
TS I think so. Yes, I think you can sort it if you've been at 
the front of the class all out better than for at least an 
hour and a half, but as I found on Wednesday when you would 
tend to sort of
SM Feel something?
TS It's sort of rough really (Laughter)
SM Is voice care seen as important by fellow staff members?
TS Actually, I'm afraid it's something haven't discussed with 
them. If I was a bit more on the ball I could have spoken to 
them last week to get a little bit of feedback. Two of our 
tutors do Amateur Dramatics. I think they would prefer to be 
actors than teachers and in class they were brilliant, you 
know when I did my observations, they were so entertaining 
and you could see they really enjoyed performing in front of 
a class. So I imagine that, uhm, they have done some sort of 
voice training like we have. They would sort of project 
themselves, but no it's not a subject.
SM No, so nobody's sort of concerned about the fact that you 
are in an environment where the acoustics are difficult and 
think that's not of concern, particularly to people then 
obviously?
TS No it hasn't really come up and I can't think of anybody,
you know, or I can't think an instance where somebody's said
'oh my throat's gone' or they're off with a sore throat or
they're sort of things, you know I haven't seen them doing
anything to help their voice in any way.
SM Oh, lucky really. But, I mean again it's not unsurprising 
because very few places pay any attention to voice care at 
all.
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TS It was, you know, on our teacher training it was unless we 
had, you know, unless you chose the voice and the teacher 
ethic it wasn't spoken about at all. I really can't even 
remember that happening or Les saying anything like 'oh well 
you'll talk your voice sore'. I can't remember anything.
SM A 'Voice in the Wildnerness' (Laughter).
As you've become more comfortable in your professional ' role 
have you noticed any change in the way that you use your 
voice.
TS Uhm, not really. I do, but I think I've always done this, 
I've always been quite, uhm, aware of my accent. It was 
something, a couple of years ago I was really thinking, you 
know, 'is it too late to go to elocution lessons'.
SM Oh really?
TS And at the start, yes I remember I did my micro teaching at 
on Body T.anmiane and something came or something 
in the class with I remember saying you know 
I'd like to work on my accent, you know, because I think 
it's. And he sort of said 'well you know it's fine, that's 
you really 1 . But it's, I've always thought a Birmingham 
accent was quite, sounds a little bit hick.
SM Oh right.
TS I've always thought that and I don't know I think even, you 
know, in this day and age I think people do tend to judge 
you by your accent and how you put your voice across, what 
your accent is. So it's, you know, that's something that I 
did think of and whenever I hear myself on a recording I 
just cringe, you know, and I think if I was conscious of it 
I would always try to speak a little bit lower.
SM Right .
TS I think, you know, there is always the danger of going sort 
of into a high pitched voice and going up at the end 
as Brummies do.
SM Right. Yes, so perhaps you've modified it over the years 
anyway? Right, but nobody, has anyone in the class talked 
about it at all? None of your students?
TS One of the students tended to call me 'Brummie' in a 
generally playful way. But, uhm, no not really. I don't 
think so .
SM Any particular comments about the term that I haven't 
directly asked about? Or anything that you've noticed or 
that you've been aware of that?
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TS Not really. I don't think so. 
SM Has it been as you imagined?
TS The teaching? It's, no, (Lauahter), not really. I mean one, 
just these few weeks at have actually made me, uhm. 
I've worried a little bit that, you know, what would I do 
if I was in a class of really attentive bright students? 
WouJ ^  T be up to that? You know because I think the danger 
at is that the students are, I feel like a lot of 
the time it's crowd control and you just repeat things. You 
know you're given a, okay now somebody read me task one of 
this, now how you do. You can tell them three times, go over 
it three times and someone will yell out 'I don't know how 
you do that, how do you do that'. And you are just repeating 
yourself so much, uhm, and because you don't get many 
rewards of seeing students inspired or suddenly the penny 
drops, or you know, they are not enthusiastic, that I think 
it would be easy not to put so much into it. You know, in 
all honesty, you know, I don't plan the lessons how I used 
to, because I tend to plan and you only get a quarter of 
the way through. So I don't, you know, I think there is that 
danger that where the students are not particularly willing 
to learn you can sort of
SM I suppose you get disillusioned as well.
TS It's a bit disillusioning and that you know, and it has made 
me think 'gosh what you know if I was somewhere with bright 
enthusiastic students, you know would I, could I teach them 
quick enough, could I maintain that sort of authority?'.
SM Probably in fact it would work because their very enthusiasm 
would spur you on, wouldn't it, because if you get the 
feedback that is so exhilarating and I'm sure you'd find 
that that wasn't a problem at all. It's probably in fact the 
reduction in response is making
TS Slows you down.
SM Makes one work more slowly, because you think 'well what's 
the point'.
TS Absolutely- I'm taking a group to Greenwich tomorrow on a 
visit
SM Oh are you?
TS So we are looking at environmental impacts over there and I 
popped down to Greenwich yesterday to do a bit of a 'recce' 
before I take them. But you know a couple of weeks ago when 
we announced we were doing this visit they were really sort 
of 'do we have to?'. You know there'e no..
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SM It's a shame isn't it, when these things are laid on? It's 
just so unfortunate.
TS But then I think, as you say, that is the reward if you get 
one student that seems interested or is pleased with a piece 
of work we've done. That's a reward in itself, but certainly 
not this term. (Laughter)
SM Excellent, well thank you very much indeed.
APPENDIX 9
Interview with
gH now that you've completed another term what changes 
in your approach to the job can you identify?
CW The first change is that I find that I'm having to, uhm, use 
a lot more, uhm, increase the volume of my voice, because 
the classes, because of the familiarity between the teacher 
and the students, discipline as so much as in general chit 
chat and, you know, talking between the students I'm having 
to use my voice a lot more and a lot louder, which I'm 
finding particularly with one or two groups is, particularly 
at the end, if I've had a full teaching day, I sound quite 
hoarse.
SM Do you?
CW Only slightly, but noticeably. So that's the main thing 
which I've seen since last time I saw you
SM And what about in terms of your own feeling of I suppose 
professionalism if you like, any things that you've changed 
in admin or any?
CW Not with regards to my voice. Other areas? 
SM Yes.
CW Uhm, I seem to be fairly organised. I think what I find is I 
set myself deadlines which I know I can't meet, but then it 
gives me the flexibility. For example if I've got twenty 
pieces of work, which don't have to be in until two weeks 
time, I would say to myself 'right this week I will try to 
get those twenty pieces of work marked'. Which I know I'll 
never meet, but it means that come the weekend I might have 
got fifteen pieces marked, but it means the following week 
I've got the flexibility and I get the other five pieces of 
work marked in that spare time, because I've set myself such 
a strict deadline and I find that often works quite well so 
that's what I've been doing. If you understand me?
SM Right. Yes. So that's a pressure you're imposing on yourself 
really?
CW Yes, I set myself, you know, unreachable targets which I 
know I can't meet. That's only for me personally and then, 
as I say, I find that tend to get a lot more done that as 
far as marking and lesson planning goes and then I've always 
got that luxury of, you know, an extra week or two when the 
actual proper deadline is to get the remainder done, you 
see?
SM Yes, has it been very pressured this term?
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CW It has yet, because I'm solely in charge of GCSE media, 
which is quite a responsibility considering, I say, I've 
never done it before and it's 50% course work and each 
student has to produce four pieces of course work and I've 
got a class of about twenty students, so you're looking at 
what
SM Eighty pieces of work?
CW Yes, and the first pieces usually start coming in about the 
beginning of January and I'm just finishing off marking the 
last assignment. So between January and April I've got, you 
know, eighty pieces of work to mark. Plus the Examination 
Board stipulate that I fill in an A4 sheet of paper with 
notes on. So you've got eighty pieces and you've got, not 
only give them a mark but give notes and that. And also as 
well the syllabus, uhm, gives me the freedom of, they don't 
tell me what assignment I have to set, I can choose. Which 
is good in one way, but it puts more pressure on you. So, 
you know, I'm sort of like left in isolation with that, plus 
GCSE students are usually,in an FE college, quite uhm, they 
don't tend to have as much motivation perhaps as A Level 
students, because, you know, they've come from different 
backgrounds, they've failed GCSE's or been absent from 
school for a year or two, truancy, etc, etc, so it's quite a 
challenge.
SM Yes. So are you doing A Level students as well?
CW I'm teaching A Level, yes because A Level is 
work for this college so I'm teaching them as well and I've 
also got some marking which goes with that, so.
SM I remember my son did Media for A Level and he had some huge 
projects to hand in.
CW Uhm, yes.
SM Gosh that's incredible.
CW And of course at the moment, you know, I'm in limbo because 
of the fact that the job I'm doing at the moment I'm 
employed on a sessional contract and a full time position 
will be coming up in September, but the chap who has taken 
over the Department has said 'apply for the job' but I don't 
think I've got his 100% backing. Whereas I have by other 
members of the staff and, don't know, I'm a bit slightly 
narked about the way that he's operating. There's a few 
things which have come up, but I won't get on my soapbox 
(laughter) about that, but, uhm
SM Right. Yes. So then that's difficult because
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CW Yes and it's irritating because of the fact that really I'm 
apply for the job that I'm already doing, plus no-one's 
criticised me in any way from any quarter about the way I've 
done the job. So I'm going to be rather piddled if I didn't 
get the job, because I think 'well hang on, I haven't been 
criticised while I've been doing the job, I've been good 
enough to do the job for eighteen months' . So you know I 
sort of like look at it as oh well you know I've just been 
filling a gap for you, you know, but I think that's the 
reality of Further Education I suppose, I don't know.
SM Because that would be good, because actually it would give 
you that permanency.
CW Uhm, that's right. Yes, I mean if it works out that I do get 
the job then it's going to be brilliant, you know, going 
from working at Greenwich, doing my teaching training, then 
doing a bit of part time work last year, then getting onto a 
sessional contract, then going from sessional to full time.
SM Yes .
CW Then you couldn't wish for it to get any better, but if it 
doesn't then I'm going to be a little bit stuck really.
SM A bit stuck, yes.
CW Because originally, when I was employed here, I was told, 
uhm, you know, "do your work and then there'll be no 
problem. You know you'll be sessional for maybe a couple of 
years, you'll go to Point 5 and from Point 5 you'll go to 
Full Time 1 . But the lady, although she still works here, has 
relinquished her role as the Boss of the Media Department 
and this other chap has come along you see, so. I mean 
fortunately I've got her 100% backing, she's said 'well know 
I think you should get the job, because you know you've done 
it well'. It's just the uncertainty really I suppose of not 
knowing and, as say, I feel the chap who is now in charge 
of Media is sitting on the fence, you know.
SM It's really naughty, because he's obviously waiting for 
somebozia else to come along and
t^
CW It's funny you should say that because the post was 
advertised in the TES. I know that, sort of like everything 
has to be seen to done properly interviews and that, but 
things don't always work out like that, but he actually got 
in touch with a friend of his from a previous college and 
said 'apply for this job', which I know there's nothing 
wrong in that, but it doesn't look good, does it?
SM No, it gives you that feelin of
CW Yes
SM Of trying to, of cronyism
CW Cronyism, yes, which I know I suppose if I got the job I 
suppose some people could say, you know, 'well that's 
cronyism'. But in a way, I don't know, it's not quite the 
same thing really. I mean I've proved myself really, but as 
I say. I mean I say he's given me a few patronising remarks, 
like 'oh well if you don't get the job the actual experience 
of the interview will be good for you. At least you'll know'
SM Oh, gosh.
CW You know, so
SM So when is the interview?
CW I don't know yet, I don't know. I mean I've got a couple of 
weeks off, where I'm back up in Yorkshire, so I hope it 
doesn't fall then because it's going to be a bit 
inconvenient. Of course I'll come down, but, so
SM You don't want that.
CW No, so I'll have to wait to see how things pan out.
SM Right, oh well when we next meet you will know.
CW I'll know which way, yes.
SM Yes, yes. Because when we last spoke I asked about major 
stress factors within the job. What would you now consider 
these to be?
CW Stress factors. As far as I'm concerned I haven't got too 
much stress in relation to how I plan lessons, etc, but what 
I feel is that the people in charge, or the person in 
charge, I don't feel that there is enough leadership or 
there is enough organisation and that has a trickle down 
effect, because you know obviously, uhm for example 
projects will be set, I will be given a deadline, the 
students will then get that deadline and then it will be 
undermined, because I'll get another deadline, the deadline 
will be extended,
SM Oh right.
CW And it's all to do with poor organisation and that, and you 
know, as I say, it's not good for the students, because the 
students don't know where they are, it undermines my 
authority, you know, and respect, because they think 'well 
that deadline wasn't kept, so why should we keep this next 
one'. It's things like that. So I personally feel, you know, 
the stress isn't generated from my actions,
SM It's external?
cw It's external, yes, so, but it's not particularly too great, 
but it's, the less stress you have in this job the better.
CW As I say, I think as I say, as you become more experienced, 
you know, you build up your knowledge and, uhm, resources 
and that and obviously your lessons become more finely 
tuned, especially if you're teaching the same sort of topic 
areas and that. So, as I say, it's just a few topic areas 
which I feel could have been either more finely tuned or 
better planned perhaps. But other than that, no nothing 
major.
SM Yes, do you think you are your own worst critic?
CW Uhm,
SM Are you pretty critical of your own?
CW No, not too much.
SM Do you achieve a balance then?
CW Yes, I always think 'well if you don't sing your praises, 
no-one else does'. (Laughter)
SM Right
CW I don't boast, but if people like give me credit and that, I 
usually sort of like agree with them, (laughter). So, I 
don't think I'm my worse critic, no.
SM No, but I would imagine you're someone who wants things to 
be done as well as possible.
CW Well this is it, yes.
SM And set yourself high standards.
CW Yes, usually, hopefully.
SM Yes. Well you mentioned a few of the vocal changes, but the 
next question really was 'What vocal changes did you note 
during the term?' and you explained at the beginning that 
you were certainly having to raise your voice more and that 
you were noticing by the end of the day that it wasn't. Can 
you describe that in a bit more detail?
CW As I say it's like, uhm, if you've, uhm, I don't know 
whether this is bit too graphical, if you've got a bit of 
phlegm at the back of your throat and the sound of your 
voice, I don't know, usually sounds a bit muffled or 
something. You know, or if your voice is a bit dry, I think 
maybe that is a better way to describe it, if you, you've 
been teaching for a good hour and you haven't had any 
liquids then, and particularly if you are teaching in an 
environment where it's quite warm and dry, your voice maybe 
becomes like that and it becomes a bit more husky and 
slightly deeper as well.
SM Right and how long would that last, that feeling?
CW Uhm, not, not too long, I mean say for example, uhm, if I've
felt like that after the end of a lesson which finished
about 5 o'clock, by about 6.30pm I should be okay.
SM Right, have you been doing anything to try and help 
yourself?
CW Well I always think that, I'm always conscious that I have 
to drink lots of fluids.
SM Yes
CW I mean I think it is recommended that you drink about eight 
litres of fluid a day, or something like that?
SM Well maybe not even necessarily as much as that, but 
certainly
CW Yes, no I think eight litres is probably a bit excessive
SM I think that probably, you know, about a couple of litres is 
quite good.
CW Yes, yes, but I always try to keep that in mind. As I say 
it's just catching time to get a drink really.
SM Do you do any steaming at all, if it gets dry like that?
CW Well I do like to go and relax and go for a sauna and go 
into the steam room, so I suppose that has the same desired 
effect?
SM Yes, do you breathe in and out through your mouth for that?
CW Uhm, yes
SM Right.
CW Yes, I mean I know usually, it's common to breathe in 
through your nose, but yes I'm always conscious, you know.
SM Yes, because you should if you are doing the steaming, do it 
in and out through your mouth.
CW Because I think that has the same effect does it?
SM Well it will certainly help, it will certainly moisten the 
vocal cords,
CW That's right, yes.
SM And also your breathing is very good so your breath support 
is good, certainly remembering from last year. But obviously 
it's just a bit of indicator if you are feeling that it's 
not as comfortable as it should be.
cw It doesn't feel uncomfortable.
SM It just, that the sound isn't as clear.
CW That the sound isn't, yes. I mean actually I'm quite happy 
because I think I haven't got as deep a voice as I would 
prefer actually.
SM Really?
CW So I mean at the moment I think I sound slightly husky, 
slightly hoarse to maybe what I usually would sound if you 
caught me first thing in the morning.
SM Right.
CW Uhm, but that doesn't bother me.
SM (Laughter) that's right.
CW I'd be a bit deep and that I think it's good for the, you 
know, the discipline, the authority
SM The authority,- right.
CW Particularly on a one to one basis with a student, as I say-
SM Right, Have you had any periods of voice loss?
CW No.
SM No?
CW No, I've never had voice loss fortunately, no.
SM Right and among colleagues have you noticed any periods of 
voice loss or vocal change or anything?
CW Uhm, not among colleagues, although I heard a lady who I sit 
next to in the staff room saying that a friend of hers, who 
works at University or FE College, 
had suddenly one day just lost his voice. And you know 
something like he tried to get early retirement due to 
obviously illness or whatever, because he'd lost his voice, 
you know, and unfortunately they wouldn't give him early 
retirement because that said it could come back at any 
minute, which is what his doctor had said or his specialist 
who he'd seen. And so I sort of like laughed and joked I 
said 'oh well is he quite a heavy drinker and smoker?' and 
she laughed along with me, so maybe that might have been the 
cause of it. think it's come back in some form, but not 
totally. So other than that, as I say, mean there are 
people in the staff room who I suppose don't take care of 
their voices maybe not as they should do, I think they take 
it for granted.
SM Yes, one of the questions last term was really this thing 
about whether there was any programme in place for voice 
care and development and I remember you said there wasn't
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CW Uhm
SM but I was asking people this question simply because as you 
get to know people sometimes they'll disclose more, because 
they think teachers are always concerned to say anything 
about their voice in case people see them as being 
vulnerable and you know if there's a question of early 
retirement or something very often they'll say 'oh so and 
so's voice is a problem', so that might be.
CW Certainly a few people who have had, you know, ' f lu> and 
that, who've you know. I don't think anyone has lost their 
voice totally, but you know has nearly been there. There's 
one or two. Not that I know of personally, but within the 
English Department and that, so
SM You were talking about and there are at the 
moment in Poole there are some teachers who have been issued 
with radio mics.
CW Oh right.
SM What would you think of this as an idea?
CW Well I think that's quite common in universities when 
lectures are being given, because obviously I know my 
university, uhm, a lecture would be given to 90 to 120 
students and maybe would last for an hour or two. They 
delivered through a microphone in a big hall and then 
afterwards they would split up into small seminar groups. 
Uhm, so in that context yes, I mean I think it's suitable 
but I don't know if it would work very well in a small 
classroom. I mean obviously things like the acoustics. I 
think it might create more problems than it would solve 
actually.
SM That's interesting, a few people have said that. Can you 
expand upon that a bit?
CW Well, I mean I think, you know, you get students who try to 
compete with you, and, uhm, you know they try to like take 
you on and try to make more noise or, you know, and shout 
more. And then you'd have other technical problems, you 
know, the microphone might not be working, which would 
interrupt the flow of your lesson and things like that. And 
that would be a cue for them to start talking while you are 
messing about with the volume or something, or the battery 
might go flat. I don't know, I'm not too keen on that, but 
if it works, if it can be shown to work I might really go 
for it, but I wouldn't like to be a guinea pig and try it 
out.
SM Right, but it initially was put in place because they were 
conscious that a number of students who didn't hear 
everything that was being said in different acoustics. But 
there are only five schools in the UK, so it's very much a 
pilot project.
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CW Oh right.
SM But I thought it was interesting because of the connection 
with the voice and that , so wondered, but again, as you 
have said, a number of people have said that they thought it 
would alter the dynamics of the teacher/student role, if you 
had this.
SM Has the job measured up to your expectations?
CW Uhm, yes, I would say on the whole it has, yes. I couldn't 
have been too disappointed with it. Yes, I would say on the 
whole it has.
SM Anythings that you feel have been better than expected?
CW Uhm, I suppose the students actually. I thought that I'd 
have a lot more, uhm, external problems, you know maybe 
students coming in drunk or students having problems at 
home, family problems and that. I just expected, 
particularly with us being a college, I know we are in the 
suburbs, well in Kent really, obviously there is quite a lot 
of students I've found who come from Inner London, and you 
know you just sort of like had this idea that you're going 
to get a lot of problem kids and that. Particularly as you 
know GCSE Course, but also the A Level courses as well, that 
some students have decided to come to a college because 
they'd had problems at a school and found the school 
environment hasn't been conducive to an education, so 
they've thought 'well I'd rather be in an FE college', 
because it's a more mature environment for a student, it's 
more, uhm, so yes I thought there'd be more problems with 
the students and there hasn't been.
SM Well I'd imagine that if there were going to be problems, 
you would undoubtedly identify those earlier on.
CW Uhm, that's right. Yes.
SM If you had a what would you wish for the 
profession?
CW I think, uhm, I think really more pay actually. I know it 
sounds a bit cliched, but I found that, although if you were 
to talk to, I don't know, people down the pub, who work in 
supermarkets and that, you'd say how much you get paid an 
hour it does seem quite a lot in comparison to working at 
Sainsburys on the till, where you get maybe £3 or £4 an 
hour, you know. But then when you take into account, I mean 
I'm talking from my experiences as a sessional lecturer, all 
the extra hours you have to put in, that you don't get paid 
for, if you put them into the pot then actually your hourly 
rate might not be more than they're getting at Sainsburys.
SM Right. Yes.
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CW You see? So that's maybe one thing. I mean particularly in 
relation to sessional staff, because actually you find maybe 
you get more commitment and loyalty out of sessional staff 
because they've got something more to prove. Because 
particularly full time staff I think in FE establishments 
once you're there, unless you commit
SM Murder?
CW murder or something, you can't really get them out, you 
know. They can be really some of the worst teachers in the 
profession, but unless they, you know, and, you know, as I 
say, the sessional staff have a lot more to prove and they 
do put in a lot of hard work and effort which sometimes 
isn't always recognised I think. So, that's the thing that 
springs to mind, but then I suppose the other s;ide of the 
coin is not only more money for the teachers but you know 
for the actual courses themselves, you know, in my 
particular case Media Studies there is always, you know, 
areas we could spend more money on.
SM Is that in terms of resources or giving opportunities and so 
on?
CW Uhm, yes, I mean resources. I mean just in terms for example 
our video library, you know mean about £300-£400 would be 
sufficient to get a pretty good, you know, video resource 
library. Maybe the same again for some good text goods, 
which could then be used and photocopied, you know, and then 
of course there is more expensive things, like more, uhm, 
video cameras and that which are obviously more expensive 
items. So I think that's what could be done, because what 
you find is, like for example our department where all the 
equipment is very old and the view is that if it is still 
working and you can make do and mend so much the better.
SM Right. Yes that's I think, a number of people have said that 
there's been an anxiety about the salaries, because always 
at the back of the mind is this thought about, well really 
how are you going to make ends meet. I mean for a number of 
people that I've spoken to the salary is actually very 
critical, because also I think a number of the other people 
that I've been talking to are like you, they're not on 
permanent contracts, they're going round picking up hours 
from a range of different colleges.
CW Well fortunately that wasn't the case with me, 
SM You were lucky weren't you?
CW because I was given a year's contract and so I was given 
enough hours, you know, which as I say, I mean I would like 
a full time position in September, because if I was kept on 
as a sessional staff with the same number of hours that 
would be fine for me. I could cope on that, the money is no 
particular problem, it's just the fact that those extra 
things which you have to do.
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SM that would be funded for.
CW Yes, which I didn't realise at the time, you know, the extra 
work which you have to put in, uhm, you know isn't paid for, 
you see?
SM Yes. No, this is very common. I mean for those people. Sorry 
what I meant when I said that was people who were working, I 
think there is only one person working full course, not even 
full time, but at a college and a lot of others are just 
picking up hours in sort of four or five different colleges.
CW Yes this is it.
SM And then there's actually really no security in that because 
they're not sure where the next year and each term it seems 
to be different.
CW I mean I'm glad I'm not in that sort of situation working at 
four or five colleges, because I mean you know the fact is 
that one college might think 'well will they maybe leave us 
and go to some other college?', you know. You never really 
know where you are do you?
SM I think the thing is that they can't make, they don't seem 
to be able to make any sort of relationships with colleagues 
because they just are in and out, you know, they don't get 
to know people.
CW That's right, yes, they're not a permanent fixture are they?
SM That's right, that's right, so that's difficult. Anyway 
thank you very much for that. That's excellent.
APPENDIX 10
Final Interview with r 8 
26 July 1999
SM when you reflect on this first year post 
qualification, what have been the most significant 
professional issues for you?
HP Not having a really good relationship with the Head teacher 
and that really has caused me all sort of, uhm, problems.
SM Right.
HP I just question really why she dislikes me so much. I can't 
understand what I did to make her behave the way she has. 
Uhm, and really I think everything has been based around 
that relationship.
SM Right.
HP I think life could have been a lot better had she not shown 
me so much anomosity.
SM Right.
HP It really is, I think, the crux of it.
SM That's the over riding consideration. Do you now feel secure 
in your professional identity?
HP No, not really because what's happened is that my confidence 
has been knocked for six really because of the way I've been 
treated and my own self confidence within teaching is not 
what it should be really. So, no.
SM Could your training have better prepared you in any way and 
if so how?
HP don't think the training could possibly make you realise 
how much extra work, even with the teaching practice, you're 
still expected to do so much more within the classroom, just 
you wouldn't, you couldn't contemplate, uhm, it's writing 
reports, the pressure. I counted up that it actually took me 
96 hours to write these reports and word process them.
SM Oh my goodness!
HP We were given half a day to do these reports and I ended up 
staying up two nights to do them because it was the only 
time I could get the peace and quiet I needed to actually 
write them. And, nothing prepared me for things like that,
SM No.
T=>a,&e>.
HP You know amount of marking for a Year 5 class is quite 
horrendous and that's on top of planning and everything else 
that you have to do. And of course with the new Literacy 
Hour this year that's just put extra pressure on. Sometimes 
six hours sometimes doing the planning over the weekend 
including Maths, Science and Literacy Hour. You know it just 
takes such chunks out of your time.
SM Yes. Yes.
HP So no I don't think they could possibly have prepared you 
for that and you can understand why so many people are 
actually lecturers now! (Laughter).
SM Yes. Yes. (Laughter) What were the most and least useful 
aspects of the course?
HP Probably all the, I mean we did lots of the History in 
Education, how different peoples' ideas of education and 
really we probably could've done without that to be quite 
honest. Well occasionally it helps you to reflect and think 
'oh yes we've cracked that', but you know that really wasn't 
terribly useful. But I think what would've been useful, we 
did some on children with special needs and that sort of 
thing, but I think we could have done with lots more on that 
and certainly with the English, the course really didn't 
relate to the new Literacy strategy at all. What we did was 
of very little help.
SM Really?
HP Yes, on reflection we needed so much more help with that. It 
wasn't so bad with the Maths, but certainly with Literacy 
because you're also expected to put word levels in, where 
you're looking at phonics, though we didn't do anything on 
phonics within our training. Grammar, all the grammar that 
you're expected to know now in the strategy we did nothing 
of that at all.
SM Right.
HP So really quite frankly the English was probably the least 
useful.
SM Now it has been said that voice is the teacher's most 
important professional tool, would you agree with this or do 
you feel your voice has been of limited importance overall?
HP Oh no it's definitely the most important tool because that's 
how you talk to the children, you encourage the children, 
you tell the children off. So obviously it must be the 
important tool.
SM So how effective was the voice care training in preparing 
you for the vocal demands of teaching? And you can be as 
rude as you like!
HP No, I mean I had problems with the breathing issue anyway in 
your classes. I mean because I'm asthmatic, I've never 
breathed very well and obviously that really didn't help me 
as such. But, uhm, some of the things you said about 
protecting your voice and looking after your voice and 
certainly the steaming and that sort of thing was very very 
useful. I did use steaming an awful lot.
SM Did you?
HP I made sure that I drank plenty and if the air quality was 
poor then I used to make sure I did something about it. So 
from that respect it put me, it gave me ideas I hadn't 
really thought of at the time. So in that respect, it was 
very good. I think actually when I do raise my voice, I do 
tend to try a bit more and make it deeper, if I've got to 
raise my voice. Otherwise my voice would go first, it was a 
high pitched shriek, so from that respect. But certainly I 
use other tools to make the children aware that I want their 
attention.
SM Yes.
HP So, but, when you reflect I have done numerous things that 
you've suggested so
SM Oh well I mean that's at least if it was used in parts then 
that's good.
SM You've mentioned a couple of environmental there arnd 
environmental factors are implicated in vocal disorders, 
which have you been particularly aware of?
HP My biggest problem is the chalk board really and I used to 
damp down the board when it got really bad and all dusty and 
I used to find that quite unpleasant at times because it 
just goes everywhere. And obviously if it's going everywhere 
it's going in your mouth as well.
SM Yes.
HP Uhm, but I've lost it!
SM No, don't worry the Environmental Factors?
HP Yes that's right. Uhm it's quite lucky really that the 
classroom isn't too bad and during this hot weather we've 
had a fcan't decipher tape) so we've been quite lucky we can 
use both sides of the classroom so that wasn't too bad and I 
think the ceiling was a reasonable height.
SM Oh right.
HP It would've been nice to have had carpet on the floor 
because that does deaden the noise an awful lot.
SM Yes
T=>cL&e.
HP But nothing is really terrible in the classroom as regards 
that except the chalk dust.
SM Yes. Right.How many sessions per week have you spent 
teaching?
HP All of them.
SM All of them? So you haven't had any time free at all?
HP Very, very little.
SM Right.
HP So in practice the lot.
SM Really? And this was all whole class teaching was it?
HP Virtually, Yes.
SM Right. When you say 'virtually' was there any periods when 
you had your little groups.
HP Well one last week (Laughter) and I thoroughly enjoyed it, 
my Year 4's. No it was virtually all whole class teaching. I 
mean I work with groups within the Literacy Hour and 
Numeracy Hour, but I still had to raise my voice to remind 
the rest of the class at times, not always, that they should 
be on task and quiet.
HP So when I was working within my groups on a daily basis, I 
should think in theory I wasn't raising my voice but the 
rest of it virtually, uhm, certain elements where I would go 
and work with children but I used my voice a fair amount of 
each day.
SM So how much of each session were you talking?
HP Probably a third.
SM A third of each sessesion?
HP Hmm.
SM Right and was this, you mentioned that you were raising 
your voice, generally at high volume or at a lower volume?
HP It tended to be a higher volume, but in the end I wouldn't 
raise my voice over a certain level, I used to bang the 
board rubber to get their attention and then I didn't have 
to shout. Because I found in the end that I can't raise my 
voice that loud and I wasn't prepared to make my throat 
hurt.
SM Because you had quite a lot of Special Needs in your class 
didn't you?
HP Yes
SM Which would make it more difficult as well, not just in 
terms of behaviour.
HP Towards the end I actually sort of got them under control. 
SM Right.
HP Certainly this last term has been a lot easier with regard 
to the behaviour issues and I mean all this stressfulness 
before.
SM Oh right.
HP So I've actually, that was one comment that was made to me 
was that I actually seemed to have come to grips with the 
lower ability children well. So from that respect I was 
quite pleased.
SM A success? 
HP Hmm.
SM Well in the past, this sort of leads on, we discussed major 
stress factors such as pressure of work, limited support, 
too much paper work. Would you now view them in a different 
light in terms of being reflected on your work?
HP No, not really. The major stress factors do make my throat 
hurt, there's no doubt about that
SM Yes.
HP Purely I think, I think that the kids cotton on really 
quickly if you're under stress, which makes them play you up 
more and consequently you really have to compensate for it 
by responding to them more. So consequently you're raising 
your voice, or certainly raise my voice as a way of sort 
of saying 'Now look you've got to stop' instead of 
approaching in from different avenues and that's one area 
where I think I need to think of other ways or other options 
to actually manage misbehaviour..
SM Right
HP I wouldn't say it was dire, but that's my way if a child 
starts answering me back then I tend to raise my voice, 
instead of keeping it at that level.
SM Yes, well I mean you're only human for goodness sake,
HP Yes, but you know it's more than obvious to me that it 
doesn't work by raising your voice
J=>a,0e.
SM Yes.
HP now having done it a year, I know that there's got to, you 
must try and keep much more on the level so that you don't 
child that you're having the argument with, for want of a 
better description, that you're actually rattled by them. So 
that in itself would save your voice.
SM Yes. So what coping strategies have you used to deal = with 
these stress factors? I suppose on a professional level and 
a personal level.
HP Well, as I mentioned, I take the Park Farm remedies which do 
help me. Sitting quietly on some occasions, like just going 
and sitting in the car and finding a bit of space. Do you 
know what I mean?
SM Yes.
HP Just for me to be on my own, me, because the bedroom doesn't 
seem to work because I still got disturbed up there. But if 
I go and sit in the car they don't know where I am.
SM Right (Laughter)
HP It's dreadful isn't it? I need a shed at the bottom of the 
garden. Anyway so that's one way of dealing with the stress 
and certainly I mean with some things I used to go and 
bounce it off other people in school. If I felt stressed 
about something I would actually find mentors, for want of a 
better description, that I could just sort things through 
with them and whether they agreed with me or whether they 
just listened and sort of helped me talk through it myself, 
that in itself was very very useful. I made a couple of good 
friends there, which maybe was good for me because of that 
you know?
SM Yes.
HP And equally so they use me in the same way. So you know it's 
nice to be able to have someone you can go to and just get 
it off your chest, because as much as put up with it 
all he really doesn't need that when he's spent the day at 
work. He doesn't need me coming home and having this, 
especially with being the way he's been, he's had to 
deal with that. So I've been much better at discharging 
before I come home really.
SM Yes, that's right and I think that's a very good strategy 
because it allows people to reflect as well and once you've 
analysed it, often it becomes clearer doesn't it?
HP That's right.
SM i mean you say something instead of it building up inside, 
you know it seems just by speaking it it seems to change it.
HP That's right.
SM How much have you changed and developed personally over the 
past year?
HP Uhm, I'm not so easy to walk over as I was. I usually sort 
of step back, not all the time, but then I do take time to 
think 'right is it worth getting aggravated about? 1 . 
Something that I didn't used to do before sort of weight up 
whether it's worth bothering with it. Is it, how important 
is it really? Do you know what I mean?
SM Yes.
HP I mean certainly with the Head Teacher there's a couple of 
times where I really would have liked to have followed her 
and made an issue of it and then I'd turn round and think 
'what is the point?', you know? It's only going to make my 
life more difficult and is it really going to matter much 
ultimately, you know, and doing that has actually made me 
less stressed.
SM Really?
HP Yes, I've sort of thought 'no what's the point, why worry 
about that? You've got much more important things to worry 
about. It's putting your priorities I suppose really and 
what you really care about into perspective. Liked I cared 
very much what I did with the children, but then I found, 
honestly feel, that the Head Teacher used to try and wind me 
up and you know so, but I used to tell her exactly if she 
sort of said ' T - T ;^ where's this?' I'd say 'Sorry I haven't 
had time to do that, I spent so and so time doing something 
else for school'.
SM Right.
HP You know, I used to say what I'd done more of before I was 
got at, you know, but in the end, when I thought it was 
appropriate and I think that was it, you know? So from that 
respect I'm trying to prioritise much more now and I do tend 
to and then that's one of the reason why I decided that I'd 
come out and try and find a part time job because my 
priorities have changed. My priority has got to be my family 
ultimately- although over this last year you wouldn't have 
thought that was my priority and I've learned that this year 
that my family are much more important than the job.
SM Yes.
HP I can always get another job.
SM Well that's right.
HP You can't always have another partner can you?
SM No. So I mean that's really been a huge change hasn't it? 
HP It has absolutely.
SM How much has the political climate within teaching 
compromised the role?
HP I think they've compromised it totally, they just do not 
realise what they are doing to the teaching profession. 
They're loading it on to teachers. It's getting to the stage 
where it' s verging on the ridiculous and with the Numeracy 
strategy coming in in September, they're just adding already 
to those pressures and the pressures. This advanced 
teachers, fast tracking teachers there's an issue there. I 
mean I don't really think it will enter into the way of 
thinking in school, because I don't think anyone there, the 
one person that might have been able to go for it is moving 
on anyway. So it's not devisive in that and my feeling is 
the evaluation is useful, everybody should be evaluated on a 
regular basis anyway. So there's no great, I've been 
evaluated in other jobs so I don't take that lightly it's 
something that, I think it's right that it should be done 
because if teachers aren't performing, not necessarily 
picked out and say 'You're a bad teacher! 1 , but give them 
support to make them better. If that's the way to do it then 
I don't disagree with it, but they're just trying to heap 
too much on. I mean they're heaping too much on the Head 
Teachers as well, so much with the SATS results. SATS 
results, SATS results that all you hear and you end up 'the 
Head Teacher doesn't think this' and this puts pressures on, 
pressures that they don't really need. And it works it's way 
down and perhaps that' s one of the reasons why the Head 
Teacher is the way she is, you know? But I think they're 
just asking too much of teachers and Head Teachers full 
stop.
SM Right. Yes.
HP So I think something's got to break eventually. I mean do 
they get the message when so many people leave the 
profession again. I don't know I haven't seen the 
statistics. It would be interesting to see in a couple of 
years' time how many more people have left the teaching 
profession.
SM Yes.
HP Because at this moment in time I'm really in two minds 
whether to stay.
SM Really?
Hp Yes. So it's that sort of pressure as well.
SM Is this something that you see in school? Are there a lot of 
people in your school who feel the same?
T=>ct,g<z.
HP Well I know one of the young girls she's only been, this is 
her second year in full time teaching, and like she's 
leaving at Christmas, she's going off to India.
SM Right
HP And she's said she's not coming back into teaching after. 
She's going to do supply teaching because she wants to go 
round the world and when she comes back   she's actually a 
trained gym instructor as well, she's going to set up an 
after school gym club and go around the different schools 
doing that. She's got no intention of going back into 
teaching and that's a young person of 26, you know?
SM Yes.
HP So, yes, the pressures are there, I mean what sort of life 
have they got. I mean you shouldn't ask people of that age 
to be constantly planning and marking and everything else, 
you know it's just all too much. If it can't be fitted into 
the day then what should they be doing? Employing more 
teachers and not asking them to do it al. You know it' s not 
right.
SM What would you do differently if you were starting this year 
again?
HP I wouldn't accept the job there. (Laughter) I should've done 
my homework really, because it's interesting what you find 
out with hindsight, but that would certainly have been part 
of it. I mean I was interviewed in the afternoon, she phoned 
me up the night before, virtually interviewed me on the 
phone, asked me for an interview the next day, put me 
through hell for over an hour and a quarter. I walked out 
and thought 'No, don't want that post 1 . Within an hour of 
me getting home, she phoned me up and offered me it and I 
should've realised and perhaps I should've looked into it 
more, but then I'd made my commitment. She asked me on the 
phone there and then and I didn't say 'No, I'll think about 
it', because I was starting to panic that I hadn't got a 
job.
SM Yes.
HP Which in reflection was mad. shouldn't have done. Now if 
I'd have found somewhere else the situation would have been 
totally different. So really I just made the wrong decision 
at the beginning.
SM Right. What specific changes in your voice quality have you 
noticed during the year?
Hp It's quite, I don't know it sounds throaty at times. I 
mentioned to you I'd had this twinning effect at one time, 
well that actually went away and I don't have a problem with 
that any more. But it is quite hoarse, in comparison with 
what it used to be so that's possibly the difference.
T=>a,&e. TO
SM Making comparisons with your former career, can you identify 
the pluses and minuses of your new career?
HP The pluses are I enjoy working with children and I do enjoy 
the work, whereas in an office it doesn't have the same 
stimulation. I mean every day is different at school. 
Everyday you'll find different problems, different things to 
enjoy.
SM Yes.
HP You see the children progress and things like that. I mean 
that's got to be a plus against anything else I've said 
before.
SM Will you be in teaching in two years' time?
HP Yes but not in the main stream. I'll be going more for 
Special Needs and when I say Special Needs I mean severe 
learning difficulties.
SM Right
HP Not in main stream teaching.
SM And that would mean that you'd go in and just work within a 
district or you could find
HP No I could find a school. There's quite a few schools around 
I have an inkling that that would be an avenue that I would 
want to take before I actually qualified and I'm just 
thinking more and more the fact that I did so well with my 
Special Needs children that perhaps that's the avenue I want 
to take.
SM Yes.
HP And I might as well do what I want to do.
SM Yes.
HP So but it's a matter of me finding the right school, because 
they don't normally ask for any additional qualifications or 
anything like that. So they're quite happy to take from the 
main stream. So, you know, and getting myself straight and 
my children sorted out first before I even think of it.
SM   thank you very much.
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SM T when you reflect on this first year post 
qualification, what have been the most significant 
professional issues for you?
LW Uhm, making sure you talk to other people about any problems 
you have, keeping the classroom tidy, good control of the 
children and thinking about different ways you can- get 
across issues to the children.
SM Do you now feel secure in your professional identity? 
LW No. Not after this year, no.
SM No. Could your training have better prepared you in any way, 
if so how?
LW Uhm, I think probably it could. There were lots of things, 
we talked about very little about the professional side of 
it really you know. A little bit about how to teach the 
children, but not much, they went more into educational 
issues and things like that and I don't think they really 
prepared you
SM For the classroom?
LW For the classroom properly. No.
SM What were the most and least useful aspects of your 
training?
LW The most useful aspects were those where we actually went 
through different things in the classroom, how the classroom 
should be set up and one or two subjects we were actually 
taught and given an idea about how to teach subjects.
SM Right.
LW and interpret and that was it.
SM Oh right. Yes. No, I mean there's a great emphasis on the 
practical aspects in terms of people I've talked to that 
they thought that was something they wanted more of.
LW Oh there was very little practical, it was very poor I 
thought
SM Yes, that's similar to the people I've talked to.
SM been said that voice is the teacher's most important 
professional tool, would you agree with this or do you feel 
your voice has been of limited importance overall?
LW No, I think it is very important, uhm, although I'm talking 
quietly now, I don't talk like this in the class. I can 
project my voice, too loudly at times, as people have found 
out. But it is the way you say things, it's not just how you 
project your voice.
SM Yes,
LW If you come in (unclear remark) it's not going to get a very good 
response from the children, you've got to show them that 
you're in command. But also vary your voice from time to 
time.
SM To add interest?
LW To add interest and it's the way you say things, you know, 
it's not like 'would you mind picking things up?' you know 
very politely, you've got to say it as though you mean what 
you say.
SM Right. Now you can be as rude as you like, but how effective 
was the voice care training in preparing you for the vocal 
demands of teaching?
LW I think it was effective, I kept bits and looked through 
from time to time. I must admit lots of things I thought 
afterwards 'oh dear I wish I had read that through again, 
that would have helped me 1 . But various different things 
like the different ways of raising and lowering your voice, 
the different ways of saying things to get different 
responses from children without shouting.
SM Right.
LW I found that useful and also the tip and I always carry some 
water with me.
SM Oh yes, oh good, yes, excellent. Environmental factors are 
implicated in vocal disorders, which have you been 
particularly aware of?
LW Uhm, hot, dry, dusty, areas, you know, I found in some ways, 
even though it's been very hot this last term, that in the 
winter the central heating that's worse on the voice..
SM Right.
LW I have had quite a few sore throats and one or two colds, 
which I haven't had for yonks
SM Yes.
LW just this last term, but that has been the main thing. Yes.
SM Right.
LW The actual dry, dustiness, I start choking. That's gone that 
choking. Choking and coughing.
SM Yes. No that's a very good point. I've heard that. Now, how 
many sessions per week have you spent teaching? If we 
reflect the first term was full time, and the second term 
was up to half term as far as I remember and then there was 
a break and then you've been doing supply since Easter.
LW Just after Easter. The supply it's difficult to say. Before 
that I would say I was teaching, particularly in like the 
Literacy and Numeracy hours a good part of the time. Other 
sessions there's a lot of teaching at the beginning to get 
them into it.
SM Right.
LW Uhm, but in supply it's a little bit different, because 
often it's just, even though you're there doing what you are 
told to do, you're sort of more or less following what 
somebody else wants you to do.
SM 
LW So you don't feel you're teaching in the same way- but I 
suppose a good half a day each day would be spent, if not 
more, teaching by the time you go through. A lot of it is 
follow up work, children finding out themselves but, with a 
lot of young children once you do that initial part they 
look at you as though you're, you know, on another planet. I 
think they do most of the time in any case (Laughter).
SM So really in fact this last term, since we last met, how 
many days per week overall would you have been in school?
LW Some weeks it's three days, some weeks four days, some weeks 
I haven't been there at all.
SM 
LW Uhm, because the days they've offered me, as I say, I was 
looking for other things and I couldn't do those particular 
days. So it's mostly been, I haven't been in full week at 
all.
SM No, but it might have averaged over, because it was a ten 
week term this one wasn't it?
LW Yes, I've filled in sheets for eight weeks, so two weeks I 
wasn't in. One week I wasn't well, I went down with a very 
bad cold and I 'phoned in to say I couldn't do the days 
they'd offered me because of the cold. I could hardly speak, 
so didn't think it was worth trying it. And the, uhm.
SM And then there' s another week when you came back from 
holiday, was that the week?
LW I did one day-
SM Right, oh you did one day that week?
LW But there was another week, was looking through and 
noticed that didn't do anything, uhm, whether it was just 
one of those very quiet weeks, oh the last week of term..
SM Right
LW There was nothing at all, it was very slack then.
SM No because nobody, Oh yes, oh well so that's quite a lot. 
Was this mainly whole class teaching, small group work, 
presentations or a mixture of all these?
LW I would say the majority was whole class teaching. 
SM Right.
LW Uhm, Introducing, teaching the class and then working with a 
group. But a lot of it was whole class teaching. Yes.
SM And then you said that for each session you were probably 
talking about half of that time in terms of the instructing.
LW Yes, the introduction, I mean to say the Literacy Hour was 
sort of done through two different sessions. You know, ten 
minutes, fifteen minutes,and then twenty minutes on the 
carpet before they move. Then you're working with a group, 
with group reading and other things, then you're back in the 
plenary. So your whole hour, you're virtually speaking or 
talking to children. Maths is fairly similar, but not quite 
so bad, because they are doing the work, but if you're 
working with a group, again you're
SM Yes.
LW Lessons that are not so much like that are things like Art. 
Of course PE you're talking the whole time, and you're 
talking at a rather large volume the whole time.
SM Yes.
LW uhm, but some of the sessions are not quite as strenuous, 
but I did find, doing the supply, that sometimes I was with 
the Year 6 and I had to sort of just do the register and say 
Right, this is the work you've got to carry on with'
SM Right.
LW and it was because they were just doing like follow up work 
and it was only one session. I just did Year 6 and then 
straight off to Reception that day- I've even done Nursery.
SM Really, how incredible! Now was this generally, you were 
saying some of it was obviously if you're doing PE and 
things it's higher volume, but was it generally at a higher 
volume or lower volume?
LW Mostly at a higher volume. 
SM Right,
LW If you lower your voice too much you lose some children to 
start with. You tend to have children with hearing problems 
at the front or eye sight problems. I had one boy with very 
poor sight in one class, but I do tend to try and vary it. 
You tend to come in fairly loud to get their attention and 
make it loud as you can, but other times when I want them to 
come in from the playground quietly, you try and speak very 
quietly to calm them down. But I suppose the majority of it 
would be at higher volume, yes.
SM Now in the past we've discussed major stress factors such 
as pressure of work, limited support, too much paper work. 
Would you now view them in a different light?
LW No. 
SM No?
LW If, uhm, supply teaching you don't have a lot, but with main 
stream teaching, yes the whole way through it. It is 
stress.
SM Stress?
LW Stress from start to finish.
SM Right. What coping strategies have you used to deal with 
these stress factors?
LW Uhm, I've tried to sort of think about what's the most 
important thing to get done.
SM Right.
LW Uhm, get that cleared out of the way- I've tried to do a lot 
of marking, that's sounds awful, but marking through your 
break time, through lunchtime. Uhm, very often lunchtime is 
ten minutes just to try and eat a sandwich if you've got 
time. Mark and doing as much as you can in school and I 
tended to go in at about 7.30am when I was teaching just so 
that you could get some work up on the wall, the work 
mounted because there was no time, you weren't given time in 
the day because you were teaching from the moment you got in 
to the moment you finished. There was just no free time at 
all.
SM So all you were really trying to do was just reduce some of 
the time that you had to bring work home with you. Is that
LW Yes, because, uhm you know, carting a lot of stuff home, 
it's bad enough working and getting everything ready for the 
next day so that you could sometimes get to bed before about 
11.30pm or so.
SM Did you have a chance to talk to colleagues and friends? Did 
you use that as a sort of sounding board?
LW Oh we did. Yes I did at the school was in. There were a 
few people there that you know you used to go and say 
'help! ' that sort of thing. But a lot of the time so many 
people are so busy themselves that
SM They don't want to
LW You do talk, but talk while they're working.
SM How have you changed and developed personally over the past 
year?
LW I think I've changed from the point of view that I'm now a 
bit more laid back than I was at the beginning of the year.
SM Right.
LW And I sort of think well what's the most important, knocking 
myself and getting to a state where you're, you know, going 
to be ill or taking a step back and thinking well 'what am I 
going to do in future' because the pressure has been 
ridiculous. So I'm not, whereas at the beginning of the year 
my priority was I've got to get through a full year's 
teaching then carry on with full time teaching, now my 
priority is for perhaps a couple of days, two or three days 
teaching might be enough.
SM Yes, but maintain your health? 
LW Yes.
SM Yes, because that was I know quite critical. Yes. How much 
has the political climate within teaching compromised the 
role?
LW By that do you mean all the different things the Government 
are pushing?
SM Yes.
LW Yes, an awful lot. You are now really pushing information on 
children at a high rate, rather than spending your time 
teaching children. I don't feel you're teaching so much, 
uhm, as you were. Uhm, the Government singled out the 
Literacy Hour particularly where you've got to get all these 
things done in a week and the children can't absorb them and 
you're just throwing things at the children all the time
SM Hmm.
LW and they're just as muddled. Whereas you take one of those 
tiny concepts and spend a whole week until you're happy that 
the children have grasped it
SM Right.
LW and then go onto the next one. But I mean to say in one 
lesson eight year olds, past and present verbs, powerful 
verbs the next day, imperative verbs you know, some children 
just can't understand a verb properly.
SM No.
LW And I can remember one particular week, it was the week we 
had OFSTED in, we had to do similes, metaphors and 
illiteration for eight year old children in one week,
SM Oh my goodness!
LW based on poetry. I think they're sort of gathered a little 
bit about one of them, but not really any of them at all and 
you sort of think well this is ridiculous and actually 
OFTSED said so as well.
SM Did they?
LW They thought it was far too high powered for children of 
that age.
SM What would you do differently if you were starting this year 
again?
LW Right, I would have probably I think in retrospect have done 
the whole year supply-
SM Would you start with the supply rather than
LW Start with the supply and then think seriously about what I 
was doing. I was talking to a friend who did that, decided 
because her son was in a nursery at primary school, that, 
even though the other boys were older, she would do a 
year's supply and she's decided that she's not going into 
main stream she's going to stay with supply
SM Oh really.
LW She doesn't think she would cope with any more and I think 
she's probably done the right thing.
SM Right. Yes. What specific changes, because you've always 
been so good about sending me all the detail, but what 
specific changes in your voice quality have you noticed 
during the year?
LW Uhm, probably the main thing is, well I've always coughed a
lot, one thing I've noticed is I can start saying things and
the words don't come 
SM Right.
LW And I have got quite husky and, you know, it's almost as 
though the voice is forced and you're not speaking at a loud 
volume and expect it to happen. And over the days that's 
happened quite a few times.
SM Right. Yes.
LW So it's sort of cracked up, but
SM Which is not a good sign is it really?
LW No.
SM Making comparisons with your former career, can you identify 
the pluses and minuses of your new career?
LW Uhm, well I suppose the pluses are if everything went well 
you could have job satisfaction out of it, especially when 
you see children developing, but the minuses are that you 
haven't got the time to get job satisfaction out of it now. 
There's so much stress you find it very hard. It's long 
hours, very stressful, uhm, and it's not just, it doesn't 
just stop like another job. A lot of jobs I've done before, 
even when I was working in the hospital, stopped there and 
you came home.
SM Right.
LW Uhm, this hasn't, you bring the work home, you're working 
through the evening, it affects the family- No, I'm sorry I 
can't do this this weekend because I've got to get all this 
prepared for Monday and this sort thing and you know, now 
particularly with a few other things
SM Yes. You don't want that at all.
LW No.
SM Will you be in teaching in two years' time?
LW I don't know. I've thought of various different things 
actually.
SM Right.
LW I've got a few things in mind. If I am it will probably be 
either supply or job share. doubt it would be full time 
unless the political climate changed tremendously.
SM Right
LW But that I can't answer at the moment, honestly.
SM NO.
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,M when you reflect on this first year post 
' qualification, what have been the most significant 
professional issues for you?
IT Dealing with other members of staff.
T How to put up backing paper! We could have spent quite 
happily a couple of weeks on how to do that one thing and 
think we had one lecture in the first year on how to 
display.
SM Right.
VT And when you come to do it you're like 'aah, alright then 
you know it's all got to go on the wall
SM But then I mean I remember you're doing this gorgeous, it 
had so much on it, it was lovely. So that would be a need!
VT (Laughter) Yes.
SM What were the most and least useful aspects of   your 
training?
VT Uhm, ooh, I think the least useful was actually in our 
science training. I had a form from the University they 
wanted me to fill out and even when we specialised, and I 
specialised in Key Stage 1, all the science was Key Stage 2, 
so I've come to Key Stage 1 science and I've made a right 
mess of it this year.
SM Right.
VT It's very difficult to teach and without the supporting 
staff in school, science has gone by the wayside a bit.
SM Right.
VT I think the language training was the most useful stuff we 
did, because we did a lot on bi-ligualism and pupil mobility 
and I've had, I had six children join my class in the course 
of a year and five leave.
VT We worked it out at the end, which is rather a lot.
SM And also you've got quite a mix haven't you, an ethnic mix.
VT Yes, sixteen languages, no seventeen, when they all left.
SM And they've all left?
VT No, when they went up to the Juniors.
SM Oh right.
VT I had one come in a couple of weeks ago with only French. So 
long live GCSE French is all I can say because I managed to 
get by very well.
SM Oh good! (Laughter) It has been said that voice is the 
teacher's most important professional tool, would you agree 
with this or do you feel your voice has been of limited 
importance overall?
VT Well I think my voice combined with my look.
SM Right
VT It's the look and the voice that they know they're in 
trouble or that I'm really happy
SM Right.
VT The glare and the I've either gone very quiet or 
is screaming again.
SM Right. Yes.
VT It's very important.
SM Very important. Now you can be as rude as you like but how 
effective was the voice care training in preparing you for 
the vocal demands of teaching?
VT It was good. I mean I'd done loads before 
SM Yes, of course.
VT I went to the voice care thing as something to do at the end 
of the year. (Laughter)
SM Then you got involved in all this!
VT Things like lowering your voice, rather than shouting and 
getting it across, and it does and every so often you just 
need a kick up the bum to remember that, you know, if you 
actually boom you'll get them quiet. Like at Christmas where 
I actually silenced the whole of Year 2 and the two teachers 
at the Christmas Party, which was no mean feat.
SM Environmental factors are implicated in vocal disorders, 
which have you been particularly aware of?
VT My room is really really serious, it's got a huge ceiling. 
It's a huge room and everything is direct whole class 
teaching, so it's me talking all day. Because the Borough 
Maths scheme, the Borough English scheme, everything is 'you 
say this and the children listen or join in with you' . So 
it's constant talking in what is a very big room and it's 
very hot in the summer. It's very dry in there.
SM How many sessions per week have you spent teaching?
VT Twenty-
SM Twenty?
VT Yes, four a day-
SM Right and was this whole class teaching, small group work, 
presentations or a mixture of all these?
VT I'd say 90% of it is whole class teaching, there's little 
bits of group work where they get on with an activity and 
then you're talking to sort of five or six children or sort 
of a Special Needs group.
SM Right and then the next question which you've almost 
answered is 'for how much of each session were you talking?
VT Again sort of 90% at a time. Talk, talk, talk, talk, talk.
SM Right and was this generally at high volume or at a lower 
volume?
VT Uhm, I'd say it was quite at a high volume because it is to 
the whole class and if they're all sat in that horseshoe 
you've got to project your voice. It's not so bad when 
they're on the carpet, because I know you can wriggle closer 
and say 'I'm not shouting to you over there. Come here! 1 .
SM Right.
VT But most of it is at their tables.
SM In the past we discussed major stress factors such as 
pressure of work, limited support, too much paper work. 
Would you now view them in a different light?
VT Uhm, not really. They're still doing things, I mean writing 
reports, it took me two hours per child.
SM Did it?
VT And there aren't enough hours in the day. We did get, the 
school were very good, they gave us a day off each to write 
reports and, but in the end I was cutting and pasting, 
because we were doing them on the computer, but most of them 
ended up as being cut and pasted, because it was taking too 
long and I didn't know what to write. It was something 
university didn't cover either, they just say "write 
positive things! 1 . Yes, but how do I write what we've done 
in maths this year? They were really hard to do.
SM So that, I mean that must have been well you've got twenty 
something?
VT Twenty-seven. 
SM Twenty-seven.
VT That nearly finished me off at the end of the year. I have 
to say that was too much stress. We had a trip at the end of 
the year, we had an end of year assembly and I took some 
children to a music festival and I ended up organising the 
Year 2 trip and assembly, which obviously my colleagues 
should have done,
SM Yes.
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VT but one was leaving and couldn't be bothered, one was moving 
down to Reception and she couldn't be bothered. So Muggins 
here did it and it was too much with reports and everything. 
I can't do it all.
SM It's a lot. I think you've had a lot to deal with. So what 
coping strategies have you used to deal with these stress 
factors?
VT Uhm, generally I haven't, so I sort of come home and moan at 
Tim unfortunately. He's had a lot of hassle from me in'this 
last term. I haven't coped very well at all. I mean now it 
doesn't feel like I'm on holiday because I'm still really 
stressed, really tired. I let my joint disorder get really 
bad, because school had to come first and I completely 
ignored my joints and now I'm suffering for it.
SM Right. Because I remember when we talked last, certainly the 
first term you were very stressed because of all the work 
things and you were working at weekends then. By Easter time 
I remember you'd taken a bit of time out and you intended to 
move up to , but then presumably that then fell by 
the wayside.
VT Then in the summer term, yes with the SATS, which were 
awful.
SM Were they?
VT I found them really stressful, because I felt really guilty 
inflicting this on the children and all their parents saying 
'have they done this today? 1 . 'Oh I'm doing it some time 
this week 1 , but I wouldn't tell them when, because I managed 
to make everything, including the maths test, a game.
SM Oh did you?
VT I did. They all thought this was great fun and a competition 
and bribery for writing tasks. You know the best story gets 
a book, you know?
SM Really? Yes, oh that's lovely because then it means that 
they then didn't feel.
VT And then someone said to me, one of the kids at the end,
when are we doing our exams? 1 . 'Exams, we don't 
do exams', and I thought we've just finished all our SATS 
and he's asking when the exams are.
SM Oh that's good. How have you changed and developed 
personally over the past year?
VT Uhm, I can't go out without looking at children as though 
they're going to misbehave. If they're going to misbehave I 
have to glare at them. If they're on a bus and I don't know 
them, you know you just look at them with that teachers' 
stare. You know 'you will behave, you will be quiet! 1
SM Right.
VT I tend to avoid shopping now if I can possibly help 
it.
SM Really?
VT
SM Right,
VT And in fact a couple of them have joined the Church.
SM Oh have they?
VT So processing back from the choir stalls the other week, I 
got two kids running up to me tugging at my cassock, going 
/ , '. Bless 
them. (Laught e r)
SM Do you feel more confident or do you feel other changes, I 
mean apart from those sort of larger more social changes if 
you like? Anything in terms of your own.
VT I feel like I can do it. I did lose my confidence a couple 
of weeks ago and felt 1 was an awful teacher and had these 
panic attacks and it was because the Head kept checking up 
on me on everything every two seconds. It was too much to 
cope with, but sort of underneath I knew I got brilliant 
SATS results. I got the best SATS results in Year 2, so I 
obviously did something right and one of my parents/ I've 
got her daughter next year, and before they knew which class 
they'd got she was saying 'oh I'm really worried in case she 
hasn't got
SM Oh really?
VT And this mum knows I've only been teaching a year so I 
thought 'that's really, someone actually thinks I'm really 
good that she desperately wants her other child to have me 
too, which was really nice. It really made me feel lovely.
SM Oh yes, that's superb actually- Yes. How much has the 
political climate within teaching compromised the 
role?
VT I tend to stay well out of it. I mean there's been a lot of 
Union debates and things in the school about appraisal and 
performance related pay. A lot of the older members of staff 
discuss it. It either doesn't bother me or it doesn't 
interest me.
SM Right.
VT Or I agree with something they all vehemently disagree with. 
So I just keep quiet.
SM Right,
VT You know, I don't really know why I bother 
being in the 
Teaching Union apart from insurance should I get 
mugged on 
the way to work, because the rest of it, I think ha
ving only 
taught for a year, you know, I'm just still grateful to be 
paid for doing the job.
SM That's right. Yes and you don't notice things 
like, you know 
the introduction of the Literacy Hour and the Nume
racy Hour 
things like that and all the SATS, you don't feel 
that's a 
sort of politicalisation in that you can't
VT No, the Numeracy Hour is really good. I actual
ly went on the 
three day training course.
SM Oh did you?
VT I pretended to be Maths Coordinator and tha
t was really 
interesting for me because it went over some of t
he basics 
which have perhaps been missed at the start of the 
year.
SM Right. So that's not been a problem. What 
would you do 
differently if you were starting this year again?
VT Uhm, I wouldn't shout so much at the children. 
I did tend to 
shout an awful lot, more than I would like, but b
y then it 
was too late really to stop it.
SM Yes.
VT I'd try other methods of sort of keeping my v
oice down and 
using other things to get their attention. Because 
that also 
probably hasn't helped my voice really, shouting a 
lot.
SM Yes. That sort of brings me onto the next qu
estion really 
'What specific changes in your voice quality 
have you 
noticed during the year?
VT By Christmas I felt that it had got a lot 
lower, not it 
doesn't sound any different. I've got used to it be
ing as it 
is. Certainly I'm louder than I used to be, becau
se I'm so 
used to speaking at a louder volume. 'Don't sho
ut 
you're not in school now!'. (Laughter)
SM Right, but you haven't noticed it, you kn
ow, obviously 
because you sing you would notice quality changes
. So you 
haven't noticed that?
VT No.
SM Oh that's good. Making comparisons with your 
former career, 
can you identify the pluses and minuses of your new
 career?
VT A definite minus is that you have them for l
onger. When I 
used to teach dancing you only have them for hal
f an hour 
and then they go home and they wanted to be there.
SM Yes.
VT You see in school they don't always want to be there and I 
had a child cry continuously for a month every time I wanted 
him to do any writing.
SM Really?
VT It wasn't just a little sob, it was the full blown wail.
SM Oh.
VT And by the end of that I began to feel quite horrible. You 
know, maybe I am this horrid teacher, because I am ignoring 
him. But you can't give into children crying and things.
SM No, so that's a minus. Any pluses?
VT Yes, you get a better relationship with the children. My old 
class love me dearly, my new class are really thrilled to 
have me as their teacher.
SM Yes.
VT And I enjoy it. I'm the only teacher that skips around the 
playground. We did a sponsored skip.
SM Oh did you?
VT And I was the only mad fool teacher skipping with the 
children and saying 'can you do it like this?'. And they 
were going 'can you do it like this?'. Despite the fact I 
shouldn't be jumping up and down because of my joints and I 
then did suffer very badly that night.
SM Yes.
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